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  ABSTRACT 
The South African journey towards Inclusive Education traces its background to the 
gazetting of Education White Paper 6 policy on Special Needs Education in 2001. Initially, 
this Education White Paper 6 policy was triggered by the Salamanca Statement and 
Framework for action on special needs education, which aimed at tackling discriminatory 
practices in educational institutions globally. Consequently, the implementation of 
Education White Paper 6 policy advocated for the rights of all children to have access to 
education without discrimination of their learning needs. This led to the emergence of a 
category of inclusive schools called full-service schools that would admit all learners 
regardless of their barriers to learning.  
The full-service schools by implication would, therefore, require teachers to be trained to 
teach inclusive classes because of the nature of the diverse learners that they would 
admit. However, research conducted in South Africa shows that the relevant authorities 
have accomplished very little regarding the professional development of teachers for 
inclusive teaching in the full-service schools. Thus, the question framing this research is: 
“How can an inclusive teaching framework for teaching diverse learners in full-service 
schools be developed (or extended)?” In order to help answer this broad question, the 
following sub-questions were derived from the main question: What do teachers know 
about inclusive teaching practices?; Which inclusive teaching practices (if any) are 
prevalent in full-service schools?; and, How can such be used to develop (or improve) a 
teaching framework for full-service schools?  
Using Participatory Action Research that required observations, interviewing and focus 
group meetings, 12 teachers and approximately 15 learners at a full-service school in 
Johannesburg East District were engaged in a research project over a six months period. 
Results from an inductive analysis of the qualitative data revealed that at the start of the 
research, many of the teachers had not received sufficient training in Inclusive Education 
and that many teachers had not fully understood the meaning of Inclusive teaching, 
hence, their teaching practices were not necessarily supporting Inclusive Education. The 
teachers’ methods of teaching were not very inclusive as they preferred to teach using 
teaching styles that they were used to, instead of teaching in ways that accommodated 
the needs of diverse learners.  
Upon completion of the PAR process, teachers had become more creative, self-critical 
and reflective of their practice. They were collaborating with their colleagues more and 
applied effective inclusive teaching methods for diverse classes. As a result, an Inclusive 
Teaching Framework that addressed the identified key pillars of Inclusive teaching for 
diverse classes was developed. The eight key components that the framework covered 
include; identity, policy, curriculum delivery, collaboration, welcoming environment, 
assessment, widening participation for all learners and creating a sense of belonging for 
all. The study ended with recommendations on how teacher training for inclusive teaching 
can be streamlined to include PAR methodologies that empower teachers as researchers 
in their practice, and the need for a structured inclusive teaching framework that supports 
learners with barrier to learning in full-service schools.  
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CHAPTER 1:  INTRODUCTORY ORIENTATION 
 
"I have not been handicapped by my condition. I am physically challenged and 
differently able." (Janet Barnes – the longest living quadriplegic, Guinness 
World Records) 
 
1.1 INTRODUCTION 
I find the words of Janet Barnes captivating. Barnes is the longest 
living quadriplegic, who did not give into her physical 
disability, but instead went on to live a productive married life 
and raised a family of four children with her husband, against all 
odds. Barnes was born with a broken neck and doctors predicted 
that she would not live beyond the age of 14 (Denny, 2013). Unlike 
Barnes - who went on to lead a fulfilled life because of the 
support that she received (to become a special bicycle inventor, 
entrepreneur and writer), many young people with barriers to 
learning in South Africa have been discriminated against and 
crippled by a non-supportive education system - leaving them to 
live unfulfilled lives because of their perceived disabilities.  
Views about people with barriers to learning have changed over the 
years. In the past years, they were completely segregated and 
excluded from mainstream education and congregated into special 
schools because of their barriers. At present, a few schools are 
opening doors to become inclusive, hence accepting such learners. 
The former South African President Jacob Zuma announced at a 
Disability Rights Summit in Pretoria in March 2016 that by the 
year 2021, all learners with disabilities would be accommodated 
in mainstream schools (Quintal, 2016). This is a journey of 
commitment that the South African government embarked on, in 2001 
when the Education White Paper 6 on Special Needs Education (DoE, 
2001) was first introduced. It stipulated that all existing 
schools would be categorised into three. These would be ordinary 
schools that would continue functioning as they are, while some 
of the ordinary schools would be converted into full-service 
schools that are inclusive and accept children with or without 
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barriers to learning, as well as a category of special schools to 
function as resource centres for the full-service schools and 
cater for learners with severe learning difficulties.  Thus, this 
research sought to find out how the teachers in inclusive schools 
(full-service) are meeting the needs of diverse learners in these 
schools.  
While visiting the Johannesburg East Education District offices, 
I recently established that this district, which serves the 
greater northern suburbs of Johannesburg, and stretches past 
Sandton CBD to Midrand, encompassing the surrounding townships, 
had only 6% of its ordinary schools converted to full-service 
schools (inclusive schools) since the 2001 White Paper 6 on special 
needs education was released. According to government records 
obtainable at the Gauteng Department of Education, it has taken 
over 17 years to convert five of the 83 primary schools into full-
service schools. The remaining 78 schools have shown little or no 
signs of transforming. It can, therefore, be said that the few 
full-service schools that exist are in serious demand and are 
strained with insurmountable needs to be met with regards to 
admitting learners that require learning support. These schools 
admit many learners requiring support, far more than the 
internationally acceptable ratios of 7% for learners requiring 
some form of intervention (Gillam et al., 2008). It therefore 
follows that, the teachers in these full-service schools need to 
be better equipped in order to handle the diverse needs of large 
numbers of learners with barriers to learning. This is so because 
these learners do not have much choice on which school to attend.  
Inclusive education derives its genesis from the Salamanca 
Statement and Framework for action on special needs education 
(UNESCO, 1994). This framework aims at combating discriminatory 
practices in educational systems and articulate, “Educational 
systems and programmes should be designed and implemented to take 
into account learner uniqueness and diverse abilities”. This 
UNESCO declaration was a leading voice that initiated South 
Africa’s gazetting of Education White Paper 6 on special education 
(DoE, 2001: 16). The white paper describes Inclusive Education and 
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training as one that “acknowledges that all children and youth can 
learn and need support.” The implementation of White Paper 6 on 
special needs education (DoE, 2001) was what led to the emergence 
of this category of inclusive schools called full-service schools. 
Research conducted in South Africa shows that very little has been 
accomplished by the South African Department of Education 
regarding training teachers for Inclusive Education to enable them 
work in the full-service schools.  In an investigation to establish 
guidelines to assist secondary school teachers with the 
implementation of differentiated learning, De Jager (2011) 
reported that 95.6% of teachers that were interviewed throughout 
the country indicated that they were either never or seldom trained 
on how to teach learners who experience barriers to learning. The 
teachers interviewed confirmed this by expressing a lack of 
support in this regard.  
The South African Department of Basic Education (DBE, 2014) is in 
the process of establishing District-Based Support Teams (DBST) 
that are to provide professional support services and draw 
expertise in further and higher education communities. This is 
because it acknowledges the role of the teacher in implementing 
inclusion in the classroom as key to the success of inclusion.  
Workshops such as the one conducted by Dalton, McKenzie and Kahonde 
(2012) at the University of Cape town where they trained workshop 
attendees on how to apply “the Universal Design for Learning” 
(UDL) tools to support teachers and learners of inclusive 
classrooms, demonstrate some of the strides that have been made 
in training teachers for inclusion. There is, however, very little 
proof of follow up programmes to show how well the teachers have 
been able to implement those tools and strategies after the 
conclusion of the workshop.  
The Department of Basic Education (2010) in its guideline for 
full-service schools has stipulated and acknowledged the role of 
the teacher in implementing inclusion in the classroom. There is, 
however, not much information that shows practical guidance for 
teachers in the South African schools on how they can go about 
practically implementing inclusive teaching methods in their daily 
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teaching while supporting diverse learners’ needs in their 
classrooms, hence the need for this research.   
1.2 CONTEXT   
The South African education system has undergone various reforms 
over the past 100 years. The reforms partly reflect the type of 
government that was in place at the time, as well as outside 
influences effected by global changes in educational practice. For 
instance, between 1948 and 1994 while South Africa was under the 
Apartheid regime, the education system segregated and 
disadvantaged the Blacks under the Bantu Education Act of 1953 to 
the advantage of their White counterparts (Storbeck & Martin, 
2013). Under this education act, Blacks and Coloureds remained at 
the bottom end of the socio-economic system because they were 
given a limited curriculum content that could only see them through 
vocational training, hence, excluding them from university 
education (Ocampo, 2004). Children with learning disabilities had 
to attend special schools, which were much fewer in the Black 
communities and inaccessible to many. 
This is the reason why in 1994 when South Africa became a democracy 
and the African National Congress Party which was led by Black 
majority took over, an educational priority for the new government 
was to readdress the educational imbalances and inequalities of 
the past (Lemon, 2005). Coincidentally, this was the same year 
that the Salamanca Statement and Framework for action on special 
needs education (UNESCO, 1994) was released, calling for education 
for all regardless of learning disabilities. This was followed by 
the UN (2007) Convention of rights of people with disabilities 
that declared in article 7 that schools should have the best 
interests of children, including those with disabilities, and 
assist them to realise their rights. In the new South African 
government, the Black majority schools were allocated more 
government funds compared to former White schools in order to 
readdress the injustices of the past.  
In 2001, the Education White Paper 6 on special needs education 
(DoE, 2001, p.16) was introduced in order to address the schooling 
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of children with barriers to learning. The policy document defines 
Inclusive Education and training as:  
▪ “Acknowledging that all children and youth can learn and that all children 
and youth need support;  
▪ Enabling education structures, systems and learning methodologies to meet 
the needs of all learners;   
▪ Acknowledging and respecting differences in learners, whether due to age, 
gender, ethnicity, language, class, disability, HIV or other infectious 
diseases;  
▪ Broader than formal schooling and acknowledging that learning also occurs 
in the home community, and within formal and informal settings and 
structures;  
▪ Changing attitudes, behaviour, teaching methods, curricula and 
environment to meet the needs of all learners;  
▪ Maximising the participation of all learners in the culture and the 
curriculum of educational institutions and uncovering and minimising 
barriers to learning.” (DoE, 2001, p.6) 
Both the Education White Paper 6 policy (DoE, 2001) and the Policy 
on Screening, Identification, Assessment and Support (DBE, 2014) 
advocate for significant reforms that will make education 
accessible; help change teacher attitudes; teaching methodologies; 
curriculum delivery and the learning environment in order to meet 
the needs of the learners. It can, therefore, be said that the 
South African government recognises classroom teachers as the 
primary resource and agents towards achieving Inclusive Education 
as stipulated in both policy documents. The policies further 
explain how this is to be done. It was to be achievable by 
expecting all staff to acquire new skills and knowledge that would 
enable them to screen and identify learner needs with the intention 
of either referring them for specialised support or offering them 
multilevel, effective classroom instructions and teaching 
strategies.  
Although the government has publicised how the process is to be 
conducted, the reality on the ground is that it is still a mammoth 
task for a teacher of an inclusive classroom to convert policy 
into practice. According to the SIAS policy, staff professional 
development and support is to be administered by established 
district-based support teams that are to draw expertise from 
higher education institutions and local communities by targeting 
special schools and designated full-service schools. The 
government has already taken the first steps of identifying some 
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schools that have been converted into full-service schools. These 
schools are to provide education to all learners regardless of 
background, disability, gender or creed. It is for this reason 
that this study explored the extent to which teachers of full-
service schools have implemented the inclusive policies stipulated 
by the government in their teaching, as measures to address 
learners’ barriers to learning. This study sought to find out how 
the learners with barriers to learning are supported to access 
education. This exploratory research took place within the frame 
of the problem statement that follows. 
 
1.3 PROBLEM STATEMENT 
It has been 24 years since South Africa became a democracy, and 
17 years since the Education White Paper 6 on special needs 
education was released. However, segregation in schools is still 
a factor of race, socio-economic status and state of physical and 
intellectual ability within the schools (Lemon, 2005; Ocampo, 
2004). Schools in the more impoverished socio-economic and lower 
income areas remain all Black and lack quality educational 
resources. Yet, schools in the higher socio-economic and wealthier 
neighbourhoods have White learners as the majority, even though 
there has been some increase of Black children with the rising of 
the Black middle class that is moving to the suburbs. Despite the 
government’s promise of Inclusive Education, relatively, a few 
select schools continue to operate alongside ordinary schools, 
except for the very few full-service schools that have been 
established. This is slow progress given the UN (2015) Sustainable 
development goal 4 that requires member countries to ensure that 
inclusive and equitable quality education is achieved by the year 
2030. 
As indicated earlier, by the year 2018, out of the 83 primary 
schools in the Johannesburg East District, only five of them had 
been upgraded to become full-service schools. It can, therefore, 
be said that inclusive schooling in South Africa is evolving at a 
snail’s pace in this post-Apartheid democracy. It has taken many 
years for the government policymakers in education to fully 
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endorse inclusive schooling as a reality and not just a policy, 
and to ensure that children with barriers to learning are supported 
in the classroom. Full-service schools were established as a 
result of implementing the 2001 Education White Paper 6 on special 
needs education to cater for all learners with or without barriers 
to learning, without any discrimination. The South African Schools 
Act (Act 79 of 1996) requires public schools to admit learners 
without administering entrance exams that would otherwise 
disqualify learners with barriers to learning. There is however 
no follow through to ensure that these children who experience 
barriers to learning are supported after admission to the schools. 
The Education White Paper 6 makes recommendations for certain 
schools to be upgraded regarding accessibility. It also requires 
the school personnel to be upskilled with information and 
resources that would help them operate in an inclusive school 
environment.  
Given that some of the full-service schools are now operational 
and have admitted children with barriers to learning that would 
have previously been rejected, I found it worth visiting these 
full-service schools and finding out if the teachers were 
implementing an inclusive teaching framework relevant to their 
context. The government has also published some policies to guide 
teachers on how to teach diverse learners (DBE, 2011b, DBE, 2014). 
These policies are also meant to guide teachers on how to identify 
and assess those learners needing support. In addition, they guide 
on how to refer them for specialised support in more general terms. 
Although the policy documents attempt to explore ways in which 
teachers can differentiate the curriculum content (DBE, 2011b, 
p.4) it cannot be assumed that these policies work effectively in 
all full-service schools regardless of their unique needs, 
considering the vast socio-economic landscape of this country. It 
can also not be taken for granted or assumed that the teachers 
understand how to implement the policy instructions following only 
limited sessions of training in the area.  
Research into how Inclusive Education is implemented in South 
Africa ascertains to my contemplations above. An investigation 
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into establishing guidelines to assist secondary school teachers 
with implementation of differentiated learning, De Jager (2011) 
reported that most of the teachers interviewed throughout the 
country (95.6%) indicated that they were not trained on how to 
teach learners who experience barriers to learning. A most likely 
possibility for the lack of training is that many of the teachers 
interviewed may have attended universities in the 1980s and 1990s 
and trained before the implementation of Inclusive Education. In 
this case, most of the talk on Inclusive Education would be foreign 
to them. One would therefore expect that very little 
differentiated learning takes place in those established full-
service schools. Related to this is research by Florian and 
Linklater (2010), which found that although teachers in Scotland 
lacked the necessary knowledge and skills to teach in inclusive 
classrooms, they could be trained on how to transfer what they 
already knew to inclusive classrooms. De Jager’s (ibid) research 
however, confirmed that the teachers interviewed cited a lack of 
support on how to deal with learners that experienced barriers to 
learning as a limitation to their success.  
In his paper titled “The state of Inclusive Pedagogy in South 
Africa: A literature review” Makoelle (2012, p.98-99) found that, 
traditionally, barriers to learning only referred to intrinsic 
barriers, implying that the fault lied with the person, not the 
school. However, over the years, that is slowly changing, and 
schools are becoming more open to admitting learners with diverse 
barriers to learning, without fully understanding how to include 
them, hence the need for this research, and a relook at teacher 
professional development. 
As a researcher, I got interested in finding out how teachers of 
full-service schools included learners with barriers to learning 
in their teaching. I sought to establish which of the full-service 
schools had been operating for more than five years and could be 
deemed more established in their ways, with a view of exploring 
their inclusive teaching practices; hence the study was aimed at 
answering the following research questions: 
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1.4 RESEARCH QUESTIONS 
In this research, the overarching research question was,  
How can an inclusive teaching framework for teaching diverse 
learners in full-service schools be developed or maintained? 
In order to help answer this broad question, the following sub-
questions were derived from the main question: 
• What do teachers know about inclusive teaching practices? 
• Which inclusive teaching practices, if any, are prevalent in 
full-service schools?  
• How can such practices be used to develop an inclusive 
teaching framework for full-service schools? 
 
1.5 AIMS AND OBJECTIVES OF THE STUDY 
The study was, therefore, aimed at developing an inclusive 
teaching framework for teaching diverse learners in full-service 
schools. This led to the following research objectives:  
• To explore teachers’ knowledge of inclusive teaching 
practices. 
• To identify inclusive teaching practices, if any, that are 
prevalent in full-service schools. 
• To use identified inclusive practices to develop an inclusive 
teaching framework for full-service school.  
 
1.6 INTRODUCTION TO RESEARCH PARADIGM, APPROACH AND 
DESIGN 
From the research sub-questions, it was essential to engage 
research methods that would enable the researcher to understand 
the problem; the context and their practices; and hence arrive at 
workable solutions from increased interaction with the context and 
its subjects - hence the choice of the methodologies that follow. 
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1.6.1 Research Paradigm 
Critical Theory (CT) refers to research that addresses issues of 
democracy and politics (Cohen, Manion & Morrison, 2007) by 
critically examining the existing beliefs, realities and values 
from the socio-economic context while taking a stand that seeks 
transformation in favour of those oppressed in the system. Just 
like with Inclusive Education, whose issues revolve around 
inclusion of children with barriers to learning and involves 
advocating for the rights and emancipation of those learners who 
were previously excluded from main school systems; CT involves 
challenging government systems and policies because it realises 
that a society is based on equality and democracy of all its 
members. Its purpose is not only to understand phenomena but to 
change them. It seeks to emancipate the disempowered, to readdress 
equality and to promote individual freedom within a democratic 
society.  
This definition captures research on issues surrounding Inclusive 
Education since it involves the rights of children who have 
previously been excluded from schooling. It seeks and attempts 
solutions on how to include them because learners with barriers 
to learning continue to be excluded from the learning process. 
Within the ordinary schools that have been converted into full-
service schools, there is a tendency for some of the teachers to 
continue teaching in the ways that they have always taught; hence 
disadvantaging some learners. Therefore, CT seeks to emancipate 
teachers who are stuck in traditional modes of teaching by 
empowering and challenging them to seek change that can work in 
their current situation. 
Scotland (2012) agrees with Cohen’s definition of CT when he 
describes the importance of applying CT as that of seeking to 
address issues of social justice and marginalisation, as is the 
case of Inclusive Education. He goes on to write that Critical 
Theory Paradigm is normative as it considers how things ought to 
be by judging reality, exposing injustice, challenging 
conventional social structures and engaging in social action. This 
is the basis of my research where I challenged the way teaching 
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is occurring and through Participatory Action Research, engaged a 
social action of change. Critical Theory Paradigm involves 
participation and self-reflection. As a researcher, I applied CT 
to challenge the society and traditional school settings. It was 
also for teachers to have a paradigm shift in the way teaching and 
learning was happening by tasking them with the hope of changing 
their school environments and teaching methodologies in order to 
make education accessible to children with barriers to learning 
as opposed to expecting the child to change in order to fit into 
the school system. 
1.6.2 Research Approach 
In order to understand what teachers knew about inclusive teaching 
practices; and which inclusive teaching practices were prevalent 
in full-service schools, I needed to understand the contexts of 
the teaching environment. This was done through observations and 
engagement through interview processes. This was beneficial to me 
in gaining an in-depth understanding of the current situation 
before being able to start answering the research question.  
 
The research approach was therefore qualitative. This is a 
research method that involves the collection, analysis and 
interpretation of data on how people relate to and interact with 
their world. Their world, in this case, was the inclusive classroom 
environment at a full-service school. The qualitative data 
collected were rich and not easily reduced to numbers (Anderson, 
2010). Qualitative research was essential in gaining an 
understanding of underlying reasons, opinions, and motivations. 
It provided insight into the problem and helped me to develop and 
build further on interviews as I moved along. Qualitative Research 
enabled me to uncover trends in thought and opinions by delving 
deeper into the problem.  For it to be proper qualitative research, 
it required me to learn to be a good listener, develop good 
questioning skills, be caring about the data and participants, and 
develop perseverance (Yin, 2014). 
 
12 
 
Anderson (2010, p.141) details, in her article, numerous 
advantages and disadvantages of using qualitative methods.  Some 
of the advantages she talks about that I felt applied to this 
research were that; data obtained based on human experience was 
powerful and sometimes more compelling than if I had gathered 
quantitative data. She continues to note that topics are 
discovered that are often missed by more positivistic enquiries 
since it is not rigid but gives room for expressions that can 
introduce new dimensions. Perhaps even more important to note is 
that qualitative research enabled me, as the researcher, to 
interact with the research participants in their language and on 
their terms, making it more realistic for South Africa where there 
are 11 official languages. In this case, one of the teacher 
participants was handy with translations when needed. 
Apart from the obvious issue of time consumption expected from 
qualitative research, (taking six months in this case), this study 
required careful planning and wisdom in meeting timelines. Unlike 
quantitative methods which can take much less time to collect 
data, Anderson (2010, p141) outlines other disadvantages that are 
likely to arise from qualitative research. For example, such 
research is more likely to be dependent on the capacity and skills 
of the researcher to collect data, as well as the the possibility 
of it being influenced by the researcher's personal biases and 
belief system. There was also the danger of my presence as the 
principal researcher affecting the participants' responses during 
data gathering especially if they felt that I was advocating for 
a certain agenda. Issues of anonymity and confidentiality can also 
present problems when presenting findings, especially if the 
school environment was identifiable. All these were critically 
examined before and during the research process as will be 
discussed under trustworthiness of the study in Chapter 4. 
 
1.6.3 Research Design (Participatory Action Research) 
This study employed an exploratory Participatory Action Research 
(PAR) design. Cuthill (2002) defines an exploratory design as a 
research design that pioneers a certain field of study, hence, it 
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does not have much reference to fall back to. Participatory Action 
Research design follows a characteristic cycle. To begin with, an 
exploration of the problem is conducted, followed by an 
intervention strategy. The intervention/action is then carried 
out, together with a series of observations that are conducted in 
various forms. The newly found interventional strategies are then 
implemented, and the cyclic process repeats itself. This continues 
until a sufficient solution to the problem is reached (Makoelle & 
De Merwe, 2014). 
Articipartory Action Research was the preferred research design, 
mainly because, unlike traditional research approaches that 
instruct teachers on what to do, PAR empowers teachers to arrive 
at their own practical solutions that are relevant to their own 
contexts. There is the flexibility of them having a chance to 
critique their teaching and formulate their new strategies, other 
than being told what to do; especially when taking cognisance of 
the fact that the teacher research participants would have been 
in the field of teaching for a while. Therefore, an exploration 
of the research problem was carried out by establishing what was 
currently on offer. This was followed by a series of observation 
on current practice. Focus group discussions on how to improve 
current practice were deemed vital for change to happen. A study 
of existing literature on practices happening in South Africa as 
well as those reported internationally helped with formulating 
guidelines. There was a need to train teachers on how to use PAR. 
McIntyre (2008) states that PAR provides the platform to co-
develop and implement processes with the people concerned, rather 
than imposing on them new ideas. It emphasises on people’s lived 
experiences, individual and social change, the re-construction and 
implementation of new ideas in more desirable ways, thus, 
empowering communities.  
The value of using PAR was that it established self-critical 
communities of educators who, apart from collaborating in the 
research process, became critiques of their own teaching in ways 
that challenged them to try new methods of accommodating learners 
with barriers to learning. It also helped the educators to be 
14 
 
open-minded about their work, to expect surprises as they reviewed 
their record keeping, and hence, adapt to new ways of teaching 
inclusive classes. 
In the next section, the research site is presented in order to 
understand the context of the study. 
 
1.7 THE RESEARCH SITE 
Having introduced the research objectives, the context and the 
research methodology, this section introduces the research site 
and justifies why this site was selected. 
1.7.1 CHOICE OF RESEARCH SITE 
Having lived and worked in Johannesburg East Education District 
for more than 15 years, I have come to understand the area better 
than the other districts. Johannesburg East District is a place 
that I call home. However, the research site was not in my suburb 
because the area is vast, and has many suburbs and a few townships. 
In addtition, I felt that the issues that affect the education of 
the neighbouring schools have either direct or indirect impact on 
the socio-economic wellbeing of those around me. I also selected 
the research site because of its geographical convenience since 
it is within minutes of reach.  The chosen population for this 
study was, therefore, Johannesburg East Education District, an 
area spreading to the north of Johannesburg CBD and extending up 
to and including the Midrand area. The area includes Sandton CBD 
and its surrounding economically diverse neighbourhoods of 
extremely wealthy suburbs, as well as impoverished townships of 
Alexandra and Thembisa in Midrand. Johannesburg East District has 
a total of 83 GDE primary schools, wherein only five are full-
service schools.  
A school that had been in operation as a full-service school for 
at least five years was sampled for this population. The reason 
for selecting a full-service school that had been in operation for 
some time was to ensure that the community had some form of 
understanding of Inclusive Education, which was essential for this 
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study. Some groundwork investigation was made into whether the 
school was sufficiently resourced to support inclusion; whether 
the school had a diverse range of learners experiencing barriers 
to learning; and if the school went up to Grade 7. All these 
pointers formed part of the selection process of the sample in 
order to maximise on the expectations of the research question. 
The researcher, upon being granted an ethics clearance letter by 
the University, sought permission from the Gauteng Department of 
Education, from Johannesburg East District office as well as the 
school principal in sequential order before embarking on the 
research.  
 
Figure 1: The surrounding neighbourhood of the research site (photograph by G 
Ayaya) 
The selected school became inclusive in 2010 and is in an 
impoverished neighbourhood. The research site was, therefore, 
north of Johannesburg in a low-cost socio-economic neighbourhood 
16 
 
commonly referred to as a “township” in South African terminology. 
Most of the parents to these children would have received very 
little or no education, with no post-school qualifications and 
were either unemployed or earning minimal wages as domestic 
workers, gardeners, casual labourers, taxi drivers or cleaners. 
Due to their limited literacy levels, this meant that their 
involvement in the education of their children would be minimal 
and even worse; they would not fully comprehend the educational 
rights of children with barriers to learning. 
 
1.7.2 GETTING TO KNOW THE RESEARCH SITE 
While interviewing the deputy principal of the school, I came to 
learn the following facts about the school’s establishment; 
Table 1: PROFILE INFORMATION OF THE RESEARCH SITE 
Founded 1945 
Became Full-Service 2010 
Number of Teachers Including Heads/Deputies 35 
Total Number of Learners 1500 
Number of Learners Per Class  55-65  
   
In preparation for the school to become a full-service school, 
there were significant facility upgrades done. These included the 
construction of ramps around the school for wheelchair learners 
to access upstairs classrooms. However, because of the location 
of the ramps at far away corners of the buildings, they were not 
always used as learners had become more accommodating and helped 
each other up and down the stairs. The staircases were convenient 
because they were more central, unlike the ramps which were later 
additions to the buildings. The staircases were a part of the 
original architecture. The school had assistive technology devices 
including computers, talking watches and braille. Unfortunately, 
the school did not have teachers trained to use braille. 
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Regarding upskilling personnel, teacher awareness of children with 
barriers to learning had somewhat increased through some workshops 
that had been held before the school became full-service. The 
frustration was however regarding the large class sizes. The 
deputy headmaster felt that the climate of the school was open to 
Inclusive Education as teachers were generally open to working in 
an inclusive environment and that they understood the socio-
economic situation of most of the learners, who were from a poor 
background. Parents were made welcome to the school and were 
encouraged to get involved in the learning of their children by 
talking to teachers about their concerns.  
I witnessed some two parents in the waiting room next to the school 
reception waiting to have feedback meetings with some of the 
teachers. This confirmed the deputy’s statement. This was further 
supported by a statement from the learning support educators who 
affirmed that they were doing their best under the circumstances 
to assist all the children. However, as some of the other teachers 
put it, not all parents were open to talking about their children’s 
learning difficulties. Some of the parents were not easy to access 
telephonically as they kept switching sim cards depending on which 
communication network was offering cheaper promotional rates.  
The school is situated in an informal settlement that is in an 
underprivileged neighbourhood with shack buildings that are made 
from recycled tins and plastics. The most common mode of transport 
that I saw on the streets were public taxis as well as people 
walking on foot. There were street vendors selling vegetables and 
fruits at every street corner, as opposed to formal supermarkets. 
Due to the poverty levels in this area, all the learners at the 
school benefitted from the government’s “National Nutritional 
Programme” which served them lunch. The meals were very basic, yet 
nutritional. The meals included fish and rice, or milk and mealie 
meal, also known as phutu. Tiger Brands, a private company, had 
partnered to provide breakfast for learners half an hour before 
school started (07:00 -07:30 am) which mostly included a basic 
cereal such as jungle oats or sorghum, locally known as mabele.  
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The school was a host to some vulnerable leaners, some of whom had 
confided their HIV status to the school and felt welcome, as 
relayed by one of the LSE. The following section briefly introduces 
the key terminologies that have been used, based on the context 
of the study. 
 
Figure 2: An example of a government school building near the research site 
(photograph by G Ayaya) 
1.8 DEFINITION OF MAIN CONCEPTS  
This study is based on a full-service school of Johannesburg East 
District, a GDE school whose educational goals are regulated by 
the South African Department of Basic Education. Therefore, for 
this study, the definitions of the main concepts are guided by the 
Education White Paper 6 on special needs education. This is so 
because the definitions are based policy on which the 
establishment of this full-service school is based; together with 
existing literature from the South African researchers. 
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1.8.1 Inclusive Education 
The South African Department of Basic Education (DBE, 2014) defines 
Inclusive Education as a process that addresses the diverse 
learning needs of all learners by minimising barriers to, and 
within the learning environment with a view of improving the 
educational opportunities of children with barriers to learning. 
Barriers to learning refer to all the systemic, societal, 
pedagogic, and intrinsic factors that hinder learning and 
development (DoE, 2005; Oyler, 2011). 
 
1.8.2 Inclusive Pedagogy 
Inclusive pedagogy refers to a pedagogical approach that is 
learner centred and responds to the diverse learner needs without 
marginalising any. This approach accepts and supports all learners 
unconditionally and celebrates diversity and difference in 
learners (Florian & Spratt, 2015). It is, therefore, a pedagogical 
approach that ensures that barriers to learning are combatted. 
1.8.3 Inclusive Teaching 
Inclusive teaching involves the teacher first recognising that all 
children can learn, hence, connecting and engaging with the 
learners in ways that maximise learner participation, through the 
application of teaching methodologies that have the learners’ 
learning needs in mind. Inclusive teaching minimises barriers to 
learning (DoE, 2014) and as a result, inclusive learning that is 
learner centred is promoted (Makoelle, 2014a; Loreman, 2010). It 
advocates for learners to be contributors to their learning albeit 
at different rates and in different ways. Inclusive teaching 
understands and responds to students’ different ways and rates of 
learning by creating multiple ways of presentation. 
1.8.4 Full-Service School 
These are previously ordinary mainstream schools that have been 
improved by upgraded, equipped, and resourced to provide education 
to all learners regardless of their background, disability, gender 
or creed. The staff has also been upskilled and has access to 
professional support from special resourced schools and district 
support teams (DBE, 2014). 
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1.8.5 Barriers to Learning Vs Diverse needs 
For the purposes of this study, we shall adopt the South African 
Department of Basic Education’s definition of barriers to 
learning (Kubayi, 2010; Weeks & Erradu 2013; Wiam & Louw, 2015; 
DBE, 2014) to represent the four categories of: systemic 
barriers hinder accessibility to policy and curriculum; societal 
barriers that are centred around poverty and prejudiced 
attitudes;  pedagogic barriers that have to do with 
inappropriate teaching and assessment methods due to lack of 
resources, support or training; and intrinsic barriers that are 
as a result of neurological, physical, sensory and cognitive barriers 
on the side of the learner.  
All these different barriers to learning, when addressed in one 
classroom setting, together with the needs of the ordinary learner 
(who does not have barriers to learning but simply requires an 
education), are then referred to as diverse needs.  
 
1.9 STRUCTURE OF THE THESIS  
Chapter One:  This Chapter leads as a brief overview of the study 
by providing an introduction, background and context of the 
research. The Chapter highlights the problem statement and states 
both the research questions and objectives. A summary of the 
research methodology is provided by discussing the research 
paradigm, research approach and research design as adopted by the 
study. It introduces the research site and defines the key concepts 
that apply to the study. The Chapter concludes by providing the 
outline of the thesis according to different chapters. 
Chapter Two: This Chapter provides a literature review from an 
international theoretical perspective and outlines some widely 
accepted theories of learning. It gives an internationally 
accepted definition of Inclusive Education and inclusive pedagogy 
and gives some of the globally accepted practices that promote 
inclusive pedagogy. It also looks at differing views on Inclusive 
Education as well as internationally acceptable inclusive teaching 
models. It examines theories of learning as they relate to 
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Inclusive Education and then concludes with constructivism and 
inclusion. 
Chapter Three: This Chapter addresses the conceptual framework of 
the study as it relates to South Africa and its history of 
Inclusive Education by first looking at key definitions in 
context. It details the literature findings on Inclusive Education 
in South Africa and the related policy analysis. It looks at 
inclusive teaching and learning practices from the South African 
perspective. 
 
Chapter Four:  This Chapter discusses the qualitative research 
approach applied using Critical Theory Paradigm. It gives a 
detailed explanation of how Participatory Action Research design 
was used to collect data. The population and sampling techniques 
are also discussed. It looks at my role as the key researcher and 
details methods of data collection and data analysis. It ends by 
addressing issues around consent, trustworthiness and ethical 
considerations. 
 
Chapter Five: This Chapter presents the results of PAR by detailing 
the data collected at each of the four phases of PAR namely 
planning, observation, action and reflection.  
 
Chapter Six: This Chapter is on Data Analysis and highlights the 
findings of meta-research harvested from the data.  It then derives 
themes from the data by making sense of the findings by answering 
the research questions. It then develops an Inclusive Education 
teaching Framework by linking the findings to the Conceptual 
Framework and Theoretical Framework. 
 
Chapter Seven: The purpose of this Chapter was to provide analyses 
of PAR methodology by evaluating PAR at each of the four phases 
of the research. It also gives the researcher’s reflections on the 
whole research process.   
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Chapter Eight: This last Chapter discusses the findings, 
implications and contributions of the study to new knowledge. It 
starts by reminding the reader about the aims of the study and 
presents a summary of the study, before highlighting findings of 
the study, evaluating the PAR methodology, and giving the main 
contributions of the study. It ends with the implications of the 
study, limitations and recommendations for further research before 
concluding the study.  
 
1.10 CONCLUSION 
This chapter provided an introductory to the study, by laying an 
overview into the background and context of the study. By 
highlighting the problem statement and research questions, it 
paved the way forward and gave an insight into what to expect in 
the subsequent chapters.  
The next chapter looks at the literature that has been conducted 
in related fields, and how it supports the need for this study 
through the gaps that exist. It starts by introducing major 
terminologies as used in the study, and then it explores global 
perspectives on inclusive education, inclusive pedagogies and 
theories of learning.  
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CHAPTER 2:  GLOBAL PERSPECTIVES ON INCLUSIVE 
EDUCATION, INCLUSIVE PEDAGOGIES AND THEORIES OF 
LEARNING 
“I’ve come to a frightening conclusion that I am the decisive element in the 
classroom. It is my personal approach that creates the climate. It is my daily 
mood that makes the weather. As a teacher, I possess a tremendous power 
to make a child’s life miserable or joyous. I can be a tool of torture or an 
instrument of inspiration. I can humiliate or heal. In all situations, it is my 
response that decides whether a crisis will be escalated or de-escalated and a 
child humanised or dehumanised.” (Hiam Ginott) 
 
2.1 INTRODUCTION 
The above words of Ginott (2003) resonate with many teachers who 
have come to realise that the responsibility of caring for learners 
in their classrooms solely lies with them. Many teachers and 
especially those teaching in inclusive classrooms have the mammoth 
task of having to know the learning needs of their learners, as 
well as their social and psychological needs for them to understand 
how to make them feel included. In many parts of the world, South 
Africa included, Inclusive education has become a human right. 
According to Lindsay (2007), it is driven by the belief that the 
correct approach is to include children with barriers to learning, 
rather than segregating and excluding them. The Salamanca 
Statement and Framework for action on special needs education 
calls for “Education for all, not some, not most, but all”. The 
UN convention on the rights of persons with disabilities (CSIE, 
2018; Dec, 2016) states that “persons with disabilities are not 
excluded from the general education system on the basis of 
disability. It also states that children with disabilities are not 
excluded from free and compulsory primary education, or from 
secondary education, on the basis of disability”. Instead, they 
should be allowed to participate effectively in a free society. 
This statement draws similarities with the contents of the 
Education White Paper 6 on Inclusive Education in South Africa, 
where it is believed that every child can learn if afforded the 
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right support (DoE, 2001). In this Chapter, I will explore the 
notion of Inclusive Education as documented internationally. I 
will then look at how inclusive teaching is practised globally and 
examine which of the global practices have been adapted by the 
South African system. By doing so, data on Inclusive Education 
over the past 20 years - since the Salamanca Statement and 
Framework for action on special educational needs declared 
“education for all” was examined. Journal articles, books, and 
websites linked to reputable education sites including EBSCOhost, 
Eric databases and Wilson were consulted. I will end up by looking 
at theories that support learning and how such are in line with 
Inclusive Education. However, first, this chapter introduces some 
of the key definitions. 
 
2.2 DEFINITION OF INCLUSIVE EDUCATION  
The term Inclusive Education has been interpreted to mean 
different things to different groups of people (Göransson & 
Nilholm, 2014). For example, some schools in the UK interpret it 
to mean the enabling of low-attaining students to meet national 
targets, (Ainscow, Booth & Dyson, 2003) while others confuse it 
for the meeting of social/academic needs of all pupils (Göransson 
& Nilholm, 2014), or, integration (Lindsay, 2007). While 
integration is merely the general placement of learners into 
mainstream schools, without adapting the system to meet learners’ 
needs; a more objective and more straightforward definition of 
Inclusive education that appears to capture the cry of the 
Salamanca Statement and Framework states that “Inclusive Education 
is a process of a school adapting the way it runs its daily 
activities in order to meet the needs of a learner with barriers 
to learning”. Lindsay (2007, p.3) and Carrington (1999) describe 
Inclusive Education as one that responds to learner diversity and 
is open to new ideas. Lindsay’s definition above was endorsed by 
the UN General Assembly (2007) which advocated for the full rights 
of children with disabilities to be treated on an equal basis with 
other children and their best interests be made a primary concern 
through awareness programmes. 
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Carrington’s definition shifts the blame from the learner, who, 
in the medical paradigm was perceived to be the one with a problem 
of not fitting in. Instead, this simple definition challenges the 
community to accept the learner with barriers the way he/she is. 
In addition, it recommends for the society to adjust its way of 
doing things in order to accommodate the learner.  It is 
underpinned in the philosophy that “all children have a right to 
be included with their peers in age-appropriate activities” and 
that “all children have the right to be educated at their local 
school” (Powell, 2012, p.6). A move towards Inclusive Education 
is a significant reform in education as it welcomes and supports 
diversity among all learners. It does not only look at serving 
children with disabilities within the general education settings 
(Messiou & Ainscow 2015, p.251) but within the same classroom 
environment.  
The South African Department of Education (DoE, 2014) defines 
Inclusive Education as a process of addressing the diverse needs 
of all learners by reducing barriers to, and within the learning 
environment with a view of improving the educational opportunities 
of children with barriers to learning. Barriers to learning refer 
to all the systemic, societal, pedagogic, and intrinsic factors 
that hinder learning and development (DoE, 2005; Oyler, 2011). The 
factors that hinder learning in South Africa are, therefore, not 
only restricted to disability. While the intrinsic and pedagogic 
barriers to learning may be more universal; some of the societal 
and systemic factors that are more specific to South Africa include 
religion, race, class, language, dialect, culture and many more.  
Unlike integration, which was viewed as a child adapting to a 
school setting, (Lindsay, 2007)   inclusion refers to the school 
adapting the child’s need. This definition is supported by UNESCO 
(2003, p.7) who view inclusion as “increasing participation for 
all, reducing all forms of exclusion, creating settings and 
systems that respond to diversity in ways that value people equally 
and most importantly as a principled approach to development in 
education and society”. 
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2.3 THE NOTION OF AN INCLUSIVE SCHOOL  
From the previous section, we see that inclusive schooling traces 
its roots back to the Salamanca Statement and Framework for action 
on special needs (UNESCO, 1994) which called for “education for 
all” and mandated schools to include children with special 
educational needs.  
Booth and Ainscow (2002, p.3; 2011), two well-respected 
authorities in the field of Inclusive Education, developed the 
Inclusive Education index which has become a Central focus for 
studies on inclusive schools. The index captures the definition 
of an inclusive school as a school that offers the following 
characteristics:  
• “Valuing all students and staff equally; 
• Increasing the participation of students in, and reducing their exclusion 
from, the cultures, curricula and communities of local schools; 
• Restructuring the cultures, policies and practices in schools so that 
they respond to the diversity of students in the locality; 
• Reducing barriers to learning and participation for all students, not 
only those with impairments or those who are categorised as `having 
special educational needs; 
• Learning from attempts to overcome barriers to the access and 
participation of particular students to make changes for the benefit of 
students more widely; 
• Viewing the difference between students as resources to support learning, 
rather than as problems to be overcome; 
• Acknowledging the right of students to an education in their locality; 
• Improving schools for staff as well as for students; 
• Emphasising the role of schools in building community and developing 
values, as well as in increasing achievement; 
• Fostering mutually sustaining relationships between schools and 
communities; 
• Recognising that inclusion in education is one aspect of inclusion in 
society.” 
Booth and Ainscow (2002; 2011) explain that this index helps remind 
teachers why they came into teaching as it touches on the core 
values that brings inclusive practitioners together. Therefore, a 
teaching curriculum that does not embrace these values in the 
comprehensive index is not inclusive. 
From a recent Inclusive Education Summit conference that I 
attended at the University of Canterbury in Christ Church New 
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Zealand, I learnt from listening to the presenters that inclusive 
schooling means different things to different people. However, the 
principle remains the same; accepting all learners regardless of 
who they are. For example, in New Zealand, the Maori community 
felt that they were discriminated against from the mainstream 
education and therefore wanted a more Inclusive Education system 
(systemic barriers). In Australia, the presenter grappled with 
issues around their schools having to include children with 
learning difficulties including dyslexia, dyscalculia, 
attentional difficulties, language difficulties as well as 
physical disabilities (intrinsic barriers). It became apparent to 
me that inclusive schooling is a vast subject that each school 
should investigate its context and challenges. 
2.4 WHY INCLUSIVE EDUCATION 
Children with barriers to learning were excluded from mainstream 
schooling for many years all over the world. This was mainly due 
to their perceived yet misunderstood learning disabilities (Croft, 
2012; Carrington, 1999) because disability was viewed as a 
“disease” and being different was viewed as social deviance in the 
traditional medical paradigm. For example, disabilities are 
believed to be closely linked to poverty because of the assumption 
that such children have a high exposure to diseases, poor health 
care, lack of information on immunisation and proper nutrition 
(Croft, 2012). Because of the stigma associated with the fear of 
exclusion in the olden days, many parents did not disclose the 
nature of disability of their children. Data on the nature of 
learning disabilities and how it impacted on learning was 
therefore not easily available. In addition, it made it easy for 
many students with no visible disabilities to choose not to 
disclose for fear of the related stigma, except for those who 
desperately needed funding or support via services offered (Croft, 
2012; Rodesiler & McGuire, 2015; Carrington, 1999). Because the 
needs of these learners were not recognised, it led to the problem 
of them failing and dropping out of school (Rodesiler & McGuire, 
2015), and such learners are not always accounted for. In Powell’s 
words, “Disability is the process which happens when one group of 
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people create barriers by designing a world only for their living, 
taking no account of the impairments other people have” (Powell, 
2012 p.13). 
As the education systems evolved over the years, there was a rise 
in activism for human rights. With human rights came the rights 
of people with disabilities that led to the notion of Inclusive 
Education (Carrington, 1999; UN General Assembly (2007). Many 
countries are now advocating for the rights to education for all 
children, especially the rights of children with barriers to 
learning. South Africa has the Education White Paper 6 as a policy 
document that gives guidelines on the educational rights of 
children with barriers to learning. Research (Loreman, 2010 & 
Rouse, 2012) points out that although a country like Scotland or 
USA has fully embraced inclusion as part of the global “education 
for all” campaign, it is not always guaranteed that by children 
being at school, they will get meaningful participation in their 
learning. Barriers to participation that were listed in these 
studies included low expectations by teachers for such learners, 
inflexible curricula, inflexible teaching methods, inappropriate 
assessment methods and inadequate preparation of teachers to teach 
inclusive classes. Florian and Linklater (2010) agree that 
although many studies have found teachers lacking the necessary 
knowledge and skills to teach in inclusive classrooms, they can 
be helped to make good use of what they already know to support 
all learners. 
While Inclusive Education is somewhat beneficial to learners with 
barriers to learning regarding their social development (Lindsay, 
2007), the academic scores of children in Inclusive Education and 
special education did not have many discrepancies. Traditional 
instructions tend to emphasise whole group lectures hence limit 
the students who do not learn well through these methods (Dymond 
et al., 2006; Ostmeyer, 2012; p.937). Hitherto school-based social 
skills programme for autistic children was recommended for 
implementation in the lesson plans and not outside the classroom 
because they are beneficial for all every child. Pulling these 
children out of class wastes their academic time.  
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New Zealand has ten National Education Goals (Powell, 2012 p.3). 
Three of their national goals specifically look into the rights 
of children with barriers to learning and state as follows; NEG 
2: “Equality of educational opportunities for all New Zealanders, 
by identifying and removing barriers to achievement”. As well as 
NEG 7 : “Success in the learning for those with special needs by 
ensuring that they are identified and receive appropriate 
support”; NEG 10: “Respect for the diverse ethnic and cultural; 
heritage of New Zealand people, with acknowledgement of the unique 
place of Maori and New Zealand’s role in the Pacific as a member 
of the international community of nations.” These three goals can 
be summarised as Equality in Education, support for those with 
barriers to learning; and unconditional acceptance of all 
regardless of their disability or background. It is, therefore, 
evident that in New Zealand, learners with special education needs 
have the same rights, freedom and responsibilities as all the 
other children. They even have individual resources allocated to 
them for their support. In addition, Maori speakers are afforded 
a curriculum that is taught in their language (Powell, 2012, p.3). 
The move towards inclusion at times reveals tensions between the 
desire for Inclusive Education and the challenge of meeting the 
learners’ needs with limited resources. Another challenge is that 
of loneliness (Cuckle & Wilson, 2002) whereby although learners 
with severe social challenges such as Down’s syndrome had role 
models for friendship at school, they still felt left out after 
school due to their emotional immaturity and underdeveloped 
communication skills. 
 
2.5 DEFINITION OF INCLUSIVE PEDAGOGY 
Inclusive pedagogy is defined as “a pedagogical approach that 
responds to learner diversity in ways that avoid the 
marginalisation of some learners in the community of the classroom 
by offering unconditional recognition and acceptance of all 
learners” (Florian & Spratt, 2015, p.90). It is a pedagogy that 
challenges teachers to view teaching in inclusive classrooms as a 
professional dilemma that enables them to be more creative in 
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coming up with ways that respond to challenges rather than looking 
at individual learners as the problem and marginalising them. As 
stated earlier, marginalisation and exclusion of learners in South 
African schools traces its roots back to the error of Apartheid 
where some 280 000 vulnerable learners were excluded from 
accessing schooling to as late as 2001, due to their learning 
disabilities, race, age, gender, ethnicity, language, class, 
disability or HIV status” (DoE, 2001, p.16). Inclusive pedagogy 
has unconditional recognition and acceptance of all learners, 
(Florian & Spratt, 2015; Engelbrecht, Savolainen, Nel, Koskela, 
and Okkolin, 2017), and acknowledges that all children can learn 
if they are given the right conditions to do so. 
Research mostly agrees that inclusive teaching involves the 
teacher connecting and engaging with the learners - with a view 
of maximising learner participation and minimising barriers to 
learning (DBE, 2014), and as a result, this promotes inclusive 
learning that is learner centred (Makoelle, 2014a; Loreman, 2010) 
because it recognises that all students can learn. It advocates 
for learners to be contributors to their learning albeit at 
different rates and in different ways. Inclusive teaching 
understands and responds to students’ different ways and rates of 
learning through creating multiple ways of presentation. 
2.5.1 Inclusive Teaching Practices 
Later, in this Chapter, some commonly applied inclusive teaching 
models are discussed. It is important to know that these models 
are derived from the following teaching practices:  
• Multilevel teaching; which demands that teaching be set at 
different levels so that learners at different cognitive 
levels have their needs met without disadvantaging some. An 
example of multilevel teaching is applying Bloom’s taxonomy. 
He explains that teachers should teach according to multiple 
levels that include - knowledge, comprehension; application, 
analysis, synthesis and evaluation. (Scott, 2014)              
• Multiple intelligence; which uses Howard Gardener’s theory 
that states that children have eight different forms of 
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intelligence and they include - verbal, logical, 
naturalistic, interpersonal, visual, musical, kinaesthetic 
and intrapersonal. Therefore, teachers should vary their 
teaching methods and assessment methods to teach and assess 
according to their learners’ learning styles. (Gardner & 
Hatch, 1989) 
• Curriculum differentiation; which is perhaps the most broadly 
applied practice and is practiced in the widely acclaimed 
Universal Design for Learning. This is where teachers are 
encouraged to differentiate the curriculum content; the 
assessment methods, the learning environment as well as their 
teaching methods in order to cater for the difference in the 
learning styles of their learners (Rodesiler & McGuire, 2015; 
Dymond et al., 2006; De Jager, 2011).  
• Curriculum adaptation; which demands that teachers look at 
the curriculum from the eyes of the learners, their contexts 
and their experiences, so that the material presented to them 
is adapted to suit their vocabulary, their context and link 
to their prior learning. For example, an IQ test set in 
Scotland will have a vocabulary that may not be accessible 
to a child living in Ulundi. (Stevens & Vermeersch, 2010)  
• Programmed instruction; which can be in the form of 
supplementary material to assist specific learners in 
understanding difficult concepts that they may have learning 
gaps with. For example, a reading programme can be 
implemented to help a group of identified learners to improve 
their vocabulary over a period (Gillam et al., 2008). 
 
2.6. COMMON GLOBAL PRACTICES THAT PROMOTE INCLUSIVE 
PEDAGOGY 
In the process of reading literature that relates to inclusive 
pedagogy, I analysed the information that I gathered into sub-
categories based on the themes that were more dominant, in 
conjunction with the guidance of the ‘Inclusive Education index’ 
of Booth and Ainscow (2002). I kept in mind the definitions 
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attributed earlier, as well as the Education White Paper 6 policy 
document and the Salamanca policy statement. 
(i) School Culture: Before considering inclusive pedagogy, first 
the school culture and understanding of Inclusive education must 
be right (Carrington, 1999). This involves a shift from the 
traditional medical paradigm of segregation to an inclusive model. 
The school culture is an essential factor that influences 
pedagogy. For example, some schools view inclusion as a location 
within a school rather than a service that is offered by the whole 
school (Oyler, 2011; Ostmeyer & Scarpa, 2012). Such a view reduces 
an inclusive school to one that merely has learners who experience 
barriers to learning, regardless of whether their needs are met. 
This is different to an inclusive school that puts effort to meet 
the needs of all learners. Booth (2011) acknowledges that there 
are five values that are leading contributors to inclusive 
educational development, namely: equality, participation, 
community, respect for diversity, and sustainability. These 
values, if embraced, help to boost the school culture towards an 
inclusive one. Carrington (1998) adds that for culture to be right, 
it requires an educational reform and professional development 
that will help deal with attitudes towards including children with 
barriers to learning. It must be emphasised that for the success 
of inclusion in any school, it starts with the head teacher at the 
top (and the governing body in the South African context) 
transforming as the critical advocates for inclusion. Howes et al 
(2005) report head teachers in the UK who had driven inclusive 
schools into non-inclusive directions by their poor leadership. 
The Alberta Ministry of Education outlines that there are four 
critical areas that education should address in terms of inclusion 
(Loreman, 2010). These are namely: Access – which has to do with 
physical access, being accepted, and access to the curriculum; 
appropriateness deals with the curriculum being relevant, as well 
as working with parents; accountability addresses assessment and 
reporting; and appeal process for those who have been unfairly 
excluded. 
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(ii) Knowledge of Inclusive Teaching: Once the school culture is 
right, the next important factor refers to the stakeholders - and 
in the case of Inclusive Education, these are teachers. The 
teachers’ understanding of inclusion is not only essential, but 
the key and the heart to the success of inclusion (Loreman, 2010; 
Rouse, 2012; Lindsay, 2007; Oyler, 2011). Teachers need to have 
knowledge on inclusion and an understanding of diverse needs of 
the learners so that they can plan their teaching accordingly 
because it is the role of the teacher to look at, and for, 
individual differences in all learners (Oyler, 2011). In addition, 
where possible, this ought to be accompanied by ongoing 
professional development (Messiou & Ainscow, 2015). Inclusive 
practices developed by teachers are those aimed at reducing 
barriers to learning and increased participation for all (Howes 
et al., 2005 p.146). Their knowledge of inclusive practices 
empowers them to interpret contexts, understand their students, 
and formulate their work accordingly. Lindsay lists some of the 
general good practices for inclusive teaching as - modelling 
positive interaction, contingency management of the classroom, 
effective instructional methods and feedback, and effective 
scaffolding (Lindsay, 2007 p.12).  
In a study of teacher preparation for inclusion at Columbia 
University in New York (Oyler, 2011) it is cited that as part of 
good practice, teachers are trained to be researchers who engage 
in collecting systemic data. They test the evidence, reflect and 
analyse individual students as part of best practice. They are 
trained to be curriculum makers and fighters for social justice 
in order to ensure that there is less oppression and greater equity 
even in diverse learning environments. Diversity can be regarding 
culture, where the contexts of the texts used are foreign to some 
of the learners, by focusing on cultural knowledge, prior 
experiences, their frames of reference and their performance 
styles (Ford et al., 2014; Oyler, 2011).  
(iii) Knowledge of Learner Profiles: If a teacher knows the 
backgrounds of their learners, then planning can be done with a 
layered curriculum (having different materials that are 
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representative for all learners and having them choose) that 
accommodates the needs of each and is culturally inclusive. This 
is because some textbooks use a language that is socially biased 
and fails to consider the backgrounds of the students.  Scott 
wrote that “The educational performance of all students must be 
examined frequently to ensure that all students have an equal 
opportunity to receive an appropriate education. Teachers should 
strive to develop a profile of each student’s weaknesses and 
strengths as a means to provide an appropriate education to all” 
(Scott, 2014, p.164) 
Without understanding learner profiles and their backgrounds, Ford 
et al., (2014) observed that in culturally diverse classrooms, 
African children tended to be misunderstood when taught by 
teachers of White decent who did not understand their culture.  In 
such cases, these teachers had low expectations of the Black 
learners. If such issues of stereotypes are not challenged or 
addressed through staff ongoing development, teachers rarely face 
their consequences, and their actions of stereotyping are often 
not challenged. Instead, their stereotypes make them perceive the 
African learners as lacking home support. This could be true in 
the case of South Africa’s post-Apartheid education wherein a 
White teacher may not understand a Black learner. 
Howes et al., (2005) observed that teachers of children with severe 
language delay were afforded meager expectations as compared to 
other learners. They were expected to perform poorly even when 
they could perform far more than their teachers believed. There 
is a need for teachers to gather information about learners as 
well as engage with them to hear their story in order to identify 
the contextual barriers that make it hard for them to participate 
and learn rather than adopting categories that are created based 
on assumption about the pre-assumed capacity to learn (Messiou & 
Ainscow, 2015). The need for collaboration and communication as 
well as the facilitation of adaptation of the agreed ideas (Evans 
& Weiss, 2015; Oyler, 2011) between teachers and special education 
teachers, as well as the fuller participation by all members of 
the community including the learners and their parents is needed, 
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even though a lack of time for collaboration can be a limiting 
factor. 
(iv) Celebrate Diversity:  A study carried out by the University 
of Colorado Denver in the USA on “redesigning teacher education 
programme to prepare teachers for Inclusive Education” (Zion & 
Sobel, 2014) showed that there was a “deficit perspective” which 
refers to beliefs and stereotypes that teachers have about diverse 
learners due to a lack of general awareness of difference. This 
concurs with research conducted by Lindsay (2007) which showed 
that stereotypes had led to African children, with mild learning 
disabilities, being sent to special schools where they were 
disadvantaged. In the case of the University of Colorado, the 
teachers interviewed were aware that they had knowledge gaps, in 
that they admitted that they did not always know how to handle 
diversity in their teaching. In the case of those who knew, they 
felt that they had neither developed a deep understanding of 
evidence-based and practical skills to work with diversity and 
that they lacked the critical understanding and awareness of 
complexities around diversity.  
However, studies show that teachers generally have favourable 
attitudes towards including children with physical and sensory 
impairment than those with learning difficulties (Lindsay, 2007). 
Booth (2011) states that our values are understood through action, 
and it follows that our values have implications for how we teach 
as well as what we teach. Teachers should, therefore, act by 
finding new ways of having dialogues about differences in 
perspective.  A teaching culture includes values, beliefs and 
habits of doing things that gives identity to individual teachers. 
Some cultures will promote the acceptance of inclusion while 
others will inhibit it (Carrington, 1999; Florian & Spratt, 2015). 
For example, a culture of streaming learners according to ability 
is an inhibiting factor to inclusion because it stereotypes. 
Teacher efficacy, which is based on the teacher’s belief of how 
they view the ability to teach inclusive classrooms, is related 
to the beliefs they have about inclusion. Further, this determines 
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how they engage with and motivate their students (Ford et al., 
2014; Malinen et al., 2013).  
(v) Have a Strategy to Manage Behaviour Challenges: The variety 
of learning needs in an inclusive classroom can be vast. Therefore 
teachers need to be well equipped for learners with extreme 
behaviour challenges. Children with extreme behaviour challenges 
have also been excluded from many education systems. Many of them 
require individualised interventions in order to be included 
(Evans & Weiss, 2015; Lindsay, 2007). Lindsay notes that inclusion 
has not had great success with findings for children who experience 
emotional and behavioural difficulties. Interventions for such 
learners require careful planning between the class teacher and 
the learning support educators/psychologists together with the 
involvement of the learner. These interventions require lots of 
time, good communication and strong collaborations between the 
class teacher and the LSE.  Ford et al., (2014) point out that 
when Black children are included in former White schools, they 
still face marginalisation because of the low level of 
expectations that teachers have of them, and because of this 
mistrust, they are misunderstood and labelled as behaviour 
problems.  
The use of decisive behaviour intervention and support framework 
is widely used in American schools for reinforcing acceptable 
behaviour and dealing with unwanted ones. However, for extreme 
challenging behaviours, the check in, check out (CICO) strategy 
is recommended by Weiss and Evans (2015). With CICO, the LSE, 
together with the regular classroom teacher meet with the learner, 
plan and set up expectation strategies with the learner, and then 
implement it with regular follow up. This requires collaboration 
from all three in order to overcome the behaviour challenge. 
Although time-consuming, CICO provides the support and 
reinforcement needed for the learner to succeed. Lindsay (2007) 
notes that social factors that address friendship, loneliness, 
social skills and self-perception are essential for children who 
experience learning difficulties, and especially in inclusive 
environments where these children can emulate their role models. 
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(vi) Create Welcoming Classroom Environment: A study was done to 
explore how beginning teachers from the University of Aberdeen in 
Scotland used theoretical ideas of inclusive pedagogy in fostering 
inclusive learning environments (Florian & Spratt, 2015; Loreman, 
2010; Ford et al., 2014). In this study, it was observed that 
teachers who created opportunities for everyone in the classroom 
had respect for the dignity of the child. This solely lied in the 
teacher’s belief in inclusion, and it helped to form good classroom 
relationships. The healthy classroom environment was intertwined 
with the use of strategies for whole class activities as well as 
support that aimed at helping everyone, and not only the targeted 
child.  
The teachers created inclusive learning environments by reading 
books that were authored by representatives of the cultures in the 
classroom, and multimedia and visuals that promoted diversity as 
well. The University of Aberdeen’s theoretical framework of 
training teachers is built on three principles. These are: 
“Understanding learning” – where diverse learning needs are 
expected and celebrated in teaching and learning; “Understanding 
social justice” – where teachers challenge their beliefs and 
stereotypes and work towards unconditional acceptance of all 
learners. As well as “becoming an active professional” – where 
teachers are expected to continually adapt to improved ways of 
teaching in order to enhance the learning of all learners (Florian 
& Spratt, 2015, p.7). Rigid environments with fixed furniture that 
is not easy to rearrange challenges the implementation of flexible 
sitting arrangements for group work. (Harvey & Kenyon, 2013).  
In a separate study, Lindsay’s (2007) review on a number of studies 
done in several European countries and the United States 
eliminates the stereotypes tagged to inclusion of learners that 
struggle with learning. They revealed that to the contrary, 
inclusion fostered social factors that built friendships among 
children with and without barriers to learning, and enhanced 
positive self-perceptions and social skills, making the classroom 
a happier place to be. The findings further revealed that the 
success rate of children with special educational needs was higher 
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when included in an inclusive classroom and that behaviour 
problems were deemed to be less. 
(vii) The Belief that Each Child can Learn: The relevance of 
highlighting teachers of inclusive classrooms as the main agents 
of change is supported by Booth (2011); Rouse (2009); Carrington 
(1999) and Loreman (2010). The listed authors believe that the 
action of turning knowledge into doing, as well as that of 
believing in their capacity to teach all children, must lie with 
an inclusive practitioner.  Booth supports these sentiments when 
he writes that the values that teachers have on inclusion can be 
translated into their actions of teaching. Inclusion is, 
therefore, not merely schooling all children in the same building. 
It is also not just streaming learners according to their 
abilities. Neither is it deemed to be the giving of an educational 
experience in a mainstream school where they are expected to fit 
in. All those are instead, deterministic approaches to inclusion 
which still marginalise learners by highlighting their differences 
through streaming or treating them differently. These methods make 
the learner's inabilities more apparent, and their differences 
highlighted, instead of their strengths and abilities (Florian & 
Spratt, 2015; Carrington 1999).  
Inclusive education should be viewed as a process of increasing 
participation of all learners and celebrating differences in a 
dignified way.  
(viii) Collaboration and Use of Learning Support Teachers: 
Inclusion can create a space that encourages teacher discussions 
and reflections on issues around teaching, hence producing 
communities that practice social learning of inclusive practices 
(Ainscow et al., 2003; Florian & Spratt, 2015; Lindsay, 2007). 
Collaborations between the learning support teachers and the class 
teacher help put the responsibility of educating the child into 
the teachers’ capable hands while making the support teacher a 
partner and not a parallel teacher (Lindsay, 2007).   
Collaboration is not a place for teacher complaints about specific 
learners, but rather a place for sharing knowledge and seeking 
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intervention methods that work for groups of learners. It is a 
space to discuss issues on how to take the practice forward. 
Teacher learning through co-teaching should be aimed at developing 
a better understanding of the practices that could help overcome 
barriers to pupil participation and learning, as well as 
discussions on how such practices could be developed and sustained 
in schools (Howes et al., 2005, p.134). Such discussions encourage 
teachers to be creative in their ways of engaging students and in 
the ways that they present the learning material as opposed to 
being prescribed to on how to conduct their teaching of inclusive 
classes in less flexible and oppressive ways (Howes et al., 2005. 
It should involve collaboration (Loreman, 2010) of stakeholders 
including parents, learners, support teachers and specialists.  At 
UDI workshop surveys, Rodesiler and McGurie (2015); Dreyer (2013) 
found that most teachers responded that they valued the 
opportunity to share instructional strategies with colleagues.  
The use of Learning Support Specialists and teaching assistants 
depends hugely on resources available. Lindsay (2007) notes that 
the roles of teaching assistants are still unclear in many schools 
and vary from school to school. There is a need to clarify the 
roles played by learning support educators. They also need to be 
well trained since they provide an active role in the lives of 
learners with barriers to learning. There is, however, a need for 
direct support about those students on individualised educational 
programmes, where the learning support specialist can act as the 
case manager by ensuring that the correct programme is implemented 
in response to the specific needs of the learner.  
Collaboration can also involve teachers working with a teaching 
assistant or Learning Support Educator. These were found to make 
learning more active and an enhanced interaction that increased 
individualised teacher attention (Lindsay, 2007; Dreyer, 2013). 
It was found to work better if the role of the teacher assistant 
was well defined in the case of co-teaching, except for the cases 
where the teacher assistant lacked the necessary training. 
Collaboration can also take the direction of consultation where 
the learning support teachers are consulted in the area of 
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differentiating teaching, in order to make the teaching material 
accessible to all the learners.  
 
2.7. DIFFERING VIEWS TOWARDS INCLUSIVE PEDAGOGY 
Research by Lindsay (2007) on the effectiveness of Inclusive 
Education that compared how well children learnt in an inclusive 
setting as opposed to how they learnt in a special class, had 
findings favouring children in Inclusive Education. This was in 
the categories of social factors such as the ability to form 
friendships and better social skills; and that they had less severe 
emotional disturbances. However, the same research showed that 
their academic achievement did not show much difference. The 
negative findings in this research showed that children with 
barriers to learning were more likely to drop out than those in 
special schools where they had more support structures, unlike in 
the inclusive settings where they were merely expected to fit in. 
Both inclusive teaching and learning are essential components of 
inclusive pedagogy. Engaging students in meaningful learning by 
varying teaching plans to accommodate individuals and groups of 
learners also goes hand in hand with engaging them in meaningful 
assessments (Loreman, 2010).  Teaching instructions should be 
supported through various delivery modes, including visual 
representation, modelling, demonstrations, ICT as well as 
narrating (Ford et al., 2014; Rodesiler & McGuire, 2015). Teachers 
of inclusive classrooms anticipate diversity in learners and 
should, therefore, teach using varied and flexible presentations 
and communicate high expectations for all learners. Students 
should be encouraged to work in pairs or groups and learn to 
express themselves through speech, listening, reading, 
visualising, and not only through writing. On the contrary, 
teachers who are not trained to teach in inclusive classrooms had 
low expectations of their learners often and did not teach as 
expected. Hence the performance of these learners was below what 
they were capable of.  
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Booth (2011) argues that the curriculum should start by asking 
questions about how learning activities can be linked to what goes 
on locally and globally and should include issues of commerce and 
ethics, and end by ‘linking past, present and future’. The 
curriculum ought to link to the lives of people outside education 
settings and hence, break down distinctions between academic and 
vocational education. However, research findings did not find much 
flexibility or variation in the curriculum of inclusive schools 
as compared to that of ordinary schools.   
Does Inclusive Education lower academic pass rate of a school? 
Although no research proved that Inclusive Education lowers pass 
rates (Lindsay, 2007), some schools that do not include children 
with barriers to learning may be based on fears of poor national 
examination results, especially in the cases where such results 
are published and, therefore, impact negatively on the name of the 
school (Ainscow et al., 2003). To the contrary, Ainscow argues 
that strategies which help promote the learning of marginalised 
groups can improve the outcomes of all learners. This is because, 
by using a different strategy in teaching, other learners can 
learn from a different perspective, hence reinforcing what is 
learnt.  
Research conducted by Florian and Spratt (2015) shows that on the 
contrary, the ability of learners with intrinsic barriers to 
learning is not fixed but can be enhanced if they are offered the 
right conditions that suit their learning. Promoting difference 
by creating ability grouping undermines the learner’s sense of 
self-worth which leads to social inequalities. Also, worth noting 
is the fact that, to the contrary, social interactions of mixed 
ability groupings, where different leaners contribute in different 
capacities as they learn from each other, are found to be more 
beneficial by Florian and Spratt (2015).  
How does inclusive teaching compare in three different continents? 
In a comparative study to explore self-efficacy for inclusive 
practices in three diverse countries; China, Finland and South 
Africa  (Malinen et al., 2013; Ford et al., 2014) it was reported 
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that of the three major dimensions that indicate self-efficacy 
namely; efficacy in instruction, efficacy in managing student 
behaviour and efficacy in collaboration, South African experienced 
teachers seemed to fair slightly better on their efficacy in 
collaboration. Parents and colleagues, showed that there was a 
reasonably good working relationship between teachers and parents. 
Unfortunately, many of the teachers interviewed lacked the 
necessary training for teaching in inclusive classrooms, and 
therefore their results for efficacy in instruction as well as 
efficacy in managing student behaviour scored much lower than 
their Chinese and Finnish counterparts. Efficacy in instruction 
was found to be higher in Finland where most teachers had a 
master’s degree in education and felt more competent than their 
South African counterparts who mostly had a teaching diploma. Not 
only were the South African teachers found to be less qualified 
to teach inclusive classrooms, but research on how to support 
intellectually impaired learners in the classroom (Weeks & Erradu, 
2013) confirms that there was a lack of expertise and qualified 
personnel among the education department officials. These 
officials were expected to give support and guidance to schools 
on how to adapt the curriculum in order to suit the needs of the 
learners. However, because they did not have the necessary 
qualifications and expertise, it was hard for them to guide the 
teacher.  
Although the issue of teachers lacking the necessary expertise may 
be a huge factor that is deterring Inclusive Education from 
thriving is South Africa, more higher income countries such as New 
Zealand have reported similar frustrations of teachers lacking the 
required knowledge to adapt the curriculum to teach diverse 
classes (Powell, 2012). Therefore, it is relevant to have ongoing 
teacher training using tools such as PAR. The schools that were 
better resourced with teachers trained in Inclusive Education 
were, however, able to give good support to learners.  Given that 
the national curriculum was geared towards mainstream learners, 
it still posed some challenges to less trained teachers of 
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inclusive schools on how to adapt it to the needs of their 
learners. 
 
2.8. INTERNATIONALLY ACCEPTED INCLUSIVE TEACHING MODELS   
Over the years, there have been different theories developed on 
how best to practice inclusive teaching and learning. In this 
section, I will introduce three of the leading models of inclusive 
practice, namely:  
i) The Universal Design for Learning; 
ii) The Layered Curriculum; 
iii) Inclusive Pedagogy as adopted in Scotland. 
 
(i) The Universal Design for Learning  
The Universal Design for Learning (UDL), also adapted as the 
Universal Design for Instruction (UDI) by some American 
universities, takes into consideration how learning happens in the 
brain, and guides teachers on how best to present their teaching 
in ways that maximise learning. It, therefore, considers how best 
teachers can present their lessons, how best they should engage 
their learners, and how learners can demonstrate what they have 
learnt through their actions and expressions. This model relies 
on the use of strategies that can be taught to teachers and has 
been implemented in many American schools (Rodesiler & McGuire, 
2015, p.25; Dymond et al., 2006) as well as many other schools 
around the world. The Universal Design for Learning advocates 
that, from the very beginning, the curriculum ought to be designed 
to incorporate the diverse needs of all students. The emphasis is 
for accommodations to be inbuilt by the curriculum developers and 
not solely for the classroom teacher to make changes and additions.  
The Universal Design for Instruction  has been modified to comprise 
of a proactive approach to teaching and learning based on seven 
principles. These principles are: Equitable use of instructions 
to be accessible to all learners; flexibility in use of 
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instructions to accommodate a wide range of students; intuitive 
and straightforward instructions to eliminate complexities; 
Perceptible information for the ease of communication; tolerance 
for error; and low physical effort to maximise attention to 
learning. As well as size and space for approach and use; a 
community of learners in promoting interactive communication; and 
instruction climate is welcoming and inclusive.  
A notable contribution of UDL (Dymond et al., 2006) is that it 
fosters a better working understanding, role definition and 
collaboration between the general class teacher and the teaching 
assistants and Learning Support Specialists. It emphasises that 
the general class teacher be solely responsible for the 
instruction of all the learners. Further, it is not the 
responsibility of the assistants to re-teach the learner with 
barriers to learning. This is based on the understanding that the 
curriculum is designed to accommodate all learners from the 
beginning. 
Learning support educators, therefore, have the responsibility to 
collaborate with the general teacher in advance through; co-
planning of the lesson, co-delivering instructions with the 
general educator; and working with small groups of students with 
and without barriers to learning. Previously, learning support 
teachers were stuck with working only with learners who 
experienced barriers to learning and make adaptations for them. 
Working together with paraprofessionals emphasises the importance 
of collaboration in designing lesson plans and the curriculum well 
in advance and promotes better working relationships through the 
sharing of responsibility. Unfortunately, teachers who have not 
been introduced to UDL with proper training, will still raise 
challenges of how to implement inclusive strategies. 
 
(ii) The Layered Curriculum 
Very closely related to Bloom’s taxonomy (see Chapter 2 section 
2.10 subsection iii) is Nunley’s Layered Curriculum that 
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introduces teachers to tools for differentiation. The layered 
curriculum advocates for teachers to start their lesson planning 
by first diagnosing their learners to establish their learning 
styles (visual/ auditory/ learners/ tactile) or if they are the 
everyday old reluctant learners (Nunley, 2006). They should then 
check for students with attention deficit disorders and 
hyperactivity so that the learning activities are prepared with 
all learners in mind.  
Next, the teachers need to plan their lessons with the learning 
levels/layers of their learners in mind. The C-layer refers to 
basic knowledge; the B-layer is for application, and the A-layer 
is for critical thinkers. This is supported by Booth (2011) who 
states that inclusive curricula should give learners knowledge and 
experience; while looking at the interests of learners. On the 
contrary, this should be done while drawing on the knowledge, 
experience, and interests of the teachers. 
 
Figure 3: The layered Curriculum model  
 
 
 
EVALUATE AND CREATE 
Focus on critical thinking and higher order thinking 
ANALYSE AND APPLY 
Build knowledge through application 
and analysis 
REMEMBER /UNDERSTAND 
Teaching of concepts and 
knowledge 
A 
B 
C 
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(iii)  Inclusive Pedagogy as Adapted in Scotland 
Spratt and Florian talk of a pedagogy that is widely used in 
Scotland, and as we shall discover later in this section, this 
model was selected because it has some resemblance with other 
inclusive pedagogies adopted by other countries. This pedagogy 
considers the three principles of Knowing the theory behind how 
learning takes place; doing and turning knowledge into actions; 
and believing that you can teach all children (Florian & Spratt, 
2015, p.5). This inclusive pedagogy is exposed to all the teachers 
who graduate from the University of Aberdeen. It is taught under 
the Post Graduate Diploma in Education and focuses on three themes. 
These themes are; Understanding Learning - which enables the 
teachers to know the theory behind learning; Understanding Social 
Justice - which helps the teachers to believe that their learners 
can all succeed hence viewing the difficulties that their learners 
experience as a teachers dilemma. As well as Becoming an Active 
Professional who works collaboratively with others in turning 
their knowledge into action.  
Because of this model, respect for the dignity of each learner in 
the classroom was evident when teachers who practised inclusive 
pedagogy were observed. They fostered welcoming and accepting 
communities that enabled good classroom relationships and 
inclusion of everyone in learning. The teachers used whole class 
strategies by planning for everybody and not for just some of the 
learners, while at the same time responding to individual 
difficulties in learning through planning with specific learners 
in mind.  
Very similar to the works of Spratt and Florian is research on 
developing inclusive practice: The role for teachers and teacher 
education by Rouse (2012). This research talks of the three 
elements of apprenticeships. These roles are: The apprenticeship 
of the head - which refers to teachers knowing how children learn 
and what they need to learn, acquiring knowledge about teaching 
strategies for children with special needs, knowing how to 
organise and run the classroom including assessing and policies 
around inclusion. AS well as the Apprenticeship of the hand - 
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which involves turning knowledge into action as they work with the 
students as well as collaborating with colleagues to improve their 
practice. And lastly, the apprenticeship of the heart – which 
involves believing that all children can learn and that teachers 
have a responsibility of helping make a difference in the learners’ 
lives. This involves a change of attitude and belief.  
This section looked at the various inclusive teaching models as 
practiced in various parts of the world. It is therefore important 
to understand how inclusive education was derived, through the 
lenses of constructivism, hence the need for the following 
section.  
2.9 CONCEPTUALISING CONSTRUCTIVISM 
Socrates, the Greek philosopher, taught us to seek knowledge by 
first admitting that we do not know. It is on this basis that many 
teachers encourage their learners to seek knowledge through 
questioning. For teachers of inclusive classes to adopt inclusive 
pedagogy, they must believe and know that all children can learn 
through question and construction of their knowledge. This section 
seeks to help us understand the theory of constructivism and how 
it links to inclusive education.  
The theory of constructivism finds its sources in “historical 
philosophies of education that provide background on theories of 
learning and have been supported and proven by evidence from 
reflective practitioners who were seeking to learn from the 
historical philosophers. It continues to be sought by 
professionals merging theory and practice” (Fensham, Gunstone & 
White, 1994, p.9). In education, constructivism is a theory that 
tells us how children construct their knowledge by building on 
their existing knowledge through observing, questioning and 
testing in order to construct new knowledge. This is in 
contradiction to teachers who always use the lecture method in 
their effort to transmit knowledge. Such teachers perceive 
learners to be empty vessels waiting to be filled with knowledge 
(Zion & Sobel, 2014).  
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It is, therefore, essential to understand how teachers of 
inclusive classrooms can help children construct their knowledge 
without prejudice of low expectations or wrong belief on how 
learning happens. Below are some of the theories that explain how 
children construct their knowledge. 
 
2.10 CONSTRUCTIVISM AND THEORIES OF LEARNING 
Because learning happens when learners engage with the learning 
process in order to construct their knowledge, the learner becomes 
an active constructor of knowledge. The construction of knowledge 
is, therefore, dependant on some factors, including, the learners’ 
prior knowledge; personal experiences; environment; cultural 
factors; and level of readiness to acquire new knowledge. The 
learner is, therefore, an actively engaged constructor of 
knowledge who links up to past experiences as opposed to being 
viewed as an empty slate to be filled with writing (Wadsworth, 
1996). In this section, some of the theories of constructivism are 
explored. 
 
(i) The Teaching of Concepts Based on Piaget’s Concrete and Formal 
Operational Stages of Development 
Jean Piaget (1970 and 2013) shed light into the various stages of 
child development about learning. These stages of child 
development can help teachers develop better lesson presentations 
if followed. It is vital for teachers to know that some of the 
learners with a barrier to learning may experience a delay at a 
stage of their development. Therefore, may need theory linked to 
their prior learning for them to make sense of what is being 
taught. Children in lower primary school are operating at the 
preoperational stage and concrete operational stage, while 
children in upper primary school are developmentally between 
concrete operational and preoperational. 
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Table 2: PIAGET’S STAGES OF CHILD DEVELOPMENT  
STAGE AND AGE DESCRIPTION 
Sensorimotor  
(0-2 years) 
Children learn to coordinate their senses. 
They are curious about the world and start 
developing language 
Preoperational  
(2-7 years) 
Language develops into grammar. Imagination 
and intuition are strong. Abstract concepts 
are difficult. 
Concrete 
Operational  
(7-11 years) 
Concepts attached to concrete situations 
become real, e.g. Time, space and quantity 
start to make sense. 
Formal Operational 
(11+ years) 
Theoretical and abstract concepts start to 
develop, and their logic and reasoning 
develop. They can transfer knowledge and 
concepts to different situations. They can 
plan and strategise. 
(adapted from https://www.psychologynoteshq.com/piagetstheory/) 
 
Here we see that for each stage of development, the child is 
building on experiences, concepts and knowledge learnt from one 
stage to the next in a gradual manner. These should form a 
guideline for teachers to know which concepts to teach at which 
stage. For instance, teaching abstract nouns in junior grade 
English class can be a daunting and fruitless engagement. 
Unfortunately, some of the teachers do not apply Piaget’s theory 
in their teaching of abstract concepts. Further, the language that 
they use in the junior grades can be complicated and beyond reach 
for the children. Children with barriers to learning are likely 
to be more affected under such situations because they have to 
deal with multiple barriers to learning, especially those caused 
by curriculum presentation. 
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(ii) Guided Instruction Using Vygotsky’s Zone of Proximal 
Development 
Children are capable of learning and discovering new concepts on 
their own. However, it mostly takes longer for them to do it on 
their own. With the guidance of a mediator or teacher, they tend 
to acquire knowledge faster. Vygotsky’s Zone of Proximal 
Development, simply put, is the difference between what a child 
can do on their own, versus what they can do given the guidance 
and support of the educator (Christian et al., 2013) as they move 
from the known to the unknown. The difference forms a gap between 
where they are before guidance and what they could practically 
develop into. It is the difference between the level they are at 
as determined by independent problem solving and the level of 
potential development under adult guidance or in collaboration 
with more capable peers (Vygotsky, 1980, p.9).  
Although there are many skills which a child can perform on their 
own, they need guidance and encouragement from a stronger peer 
(mediator) in order to master what they are struggling to achieve. 
An intervention tool that Vygotsky advocated to use is 
scaffolding. This is applied in order to lead the learner into the 
next level, and then withdrawing as the learner starts to construct 
their meaning. Christian’s research (2013) found this to be 
particularly helpful in teaching Maths, where learners get some 
direction on what to do, then construct their knowledge on their 
own.  
Learning is, therefore, a process that occurs in a social context, 
where those who are still learning a concept can develop more 
through encouragement from those who already know. The 
developmental stage of a child relies on guidance from the mediator 
and the more advanced peers, instead of leaving them to lag. 
 
(iii) Levels of Learning Concepts Based on Bloom’s Taxonomy 
Bloom’s taxonomy is built around the idea of celebrating 
difference in the learners’ cognitive abilities and levels. 
Teachers need to be aware of what level their learners are 
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operating at (Scott, 2014). This is by categorising them into the 
levels of students who can recollect what was taught (knowledge); 
those who can explain what they have learnt (Comprehension); those 
who can apply the newly acquired knowledge (application), have the 
ability to infer, predict, compare and contrast (analysis). As 
well as those who can use the ideas and information to develop new 
and improved approaches (synthesis) and those who can make 
decisions, critique and make judgements with the new information 
(evaluation). 
South Africa’s new school curriculum (CAPS) is based on these 
seven levels of learning by Bloom. Bloom’s taxonomy assumes that 
in any given classroom, there are different cognitive abilities 
of learners and, therefore, the curriculum must be presented in a 
way that meets all the ranges of levels of abilities. Bloom’s 
taxonomy was developed by Dr Benjamin Bloom in the 1950s to help 
teachers to differentiate the curriculum content into the seven 
levels. Evaluation has since been overtaken by synthesis 
(creating) as the highest level by Bloom, a scholar of the 1990s.  
Therefore, teachers need to know their learners through the 
evidence they record in order to be able to know at what level 
they can differentiate the curricula content. This information 
will help them to know the level of language to use, and how to 
extend the learners with high cognitive abilities. Differentiation 
can be done regarding differentiating the depth, breadth, pace, 
and complexity of content (Scott, 2014). Without differentiation, 
some learners become less engaged, especially those who are not 
getting the stimulation and challenge of the learning process 
(Scott, 2014). 
 
(iv) Self-Esteem for Learning Based on Psycho-Social Stages of 
Development (Erik Erikson) 
Erikson’s theory contents that children go through different 
psycho-social stages of development. These range from trust vs 
mistrust which leads to hope during infancy; autonomy vs shame 
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which leads to a sense of will during early childhood; initiative 
vs guilt which leads to purpose during playschool. As well as 
industry vs inferiority which leads to competency while they are 
in primary school and ego identity vs role confusion which leads 
to fidelity when they are adolescents (McLeod, 2018).  
These psycho-social stages of development can play a significant 
role in how social learning happens. It can also help us understand 
group interactions, reasons for bullying or not fitting in with 
the group, group work dynamics, sitting arrangements, the role of 
the teacher as a role model and many more. It also explains 
competitiveness and a lack of it, as well as feelings of 
superiority in some learners and inferiority in others, and even 
more so for those learners with barriers to learning. 
(v) Behavioural Learning Theory based on Skinner’s Operant 
Conditioning 
BF Skinner’s theory of Operant conditioning encourages teachers 
to reinforce, repeatedly, behaviour that is good until it becomes 
the norm for the learners. At the same time, ignoring behaviour 
that is negative until it disappears (McLeod, 2010).  
The focus is to continuously make the learners believe in 
themselves and their abilities as a way of behaviour modification. 
Affirmations, praise, approvals, compliments, encouragements, and 
continuous positive feedback should be the norm until the desired 
outcome is achieved with more feedback at the onset of a task and 
less towards completion. Skinner’s positive approach of 
encouragement is what learners with low self-esteem and low morale 
require to achieve a belief in themselves, and so do some learners 
with barriers to learning. 
 
2.11 CONSTRUCTIVISM AND INCLUSION 
From the examples of theories of learning discussed above, it can 
be said that if the teachers’ understanding of how learning happens 
is right, then they will be able to apply the correct teaching 
pedagogies. On the contrary, if teachers only teach to complete 
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the syllabi without understanding how teaching should happen, then 
not much learning will happen. 
Piaget’s theory of child development helps teachers to understand 
the abilities of a child to learn at various stages of their lives 
based on their brain development. Vygotsky’s theory of learning, 
on the other hand, explains the role of the teacher in taking the 
child to the next level of learning. The theory argues that if 
children with learning disabilities are left on their own and only 
taught concrete stuff, their handicap is reinforced, but when they 
are taught together with other children with no disabilities, they 
get pushed to achieve well-elaborated forms of abstract thought. 
However, perhaps one most crucial theory that is helpful for 
teachers when writing their lesson plans is Bloom’s taxonomy as 
it helps the teacher meet the needs of the various learners in the 
classroom through differentiating the levels of complexity of the 
work. 
Both Erikson and Skinner’s theories approach learning from the 
psycho-social perspective, ensuring that the child’s emotional and 
behavioural development is understood before learning can happen. 
If a learner is insecure, feels bullied and has a low self-image, 
they will not achieve optimally. Positive reinforcement and 
unconditional acceptance of the learner become essential factors 
for the teacher to apply before the learner can learn. 
 
2.12 CONCLUSION 
In this chapter, I have explored a range of topics aimed at helping 
the reader understand the global perspective of Inclusive 
Education. Widely accepted practices in inclusive pedagogy were 
presented; which included a look at the school culture of inclusive 
schools, the belief in the ability of each child to learn and the 
celebration of diversity among others. An inclusive pedagogy was 
said to be one that responds to learner diversity and pedagogy 
which accommodates all learners using diverse teaching strategies.  
In addition, some examples of widely accepted inclusive teaching 
models were discussed. These models, although different in many 
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ways, are tools that are designed to enable teachers of inclusive 
classes to find assistance with accommodating diverse learners. 
Lastly, we examined constructivism and theories of learning.  It 
seemed essential that teachers of inclusive classrooms ought to 
understand theories of learning in order to help their learners 
to construct their knowledge.  
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CHAPTER 3: INCLUSIVE EDUCATION IN SOUTH AFRICA 
“It is a Long Walk to Freedom” (Nelson Mandela) 
3.1 INTRODUCTION 
Just like Nelson Mandela’s description of South African’s journey 
from Apartheid regime to democracy, the journey to realising 
Inclusive Education in South Africa is indeed a long one. This 
Chapter leads us through some of the steps that have been taken 
on this journey to Inclusive Education in South Africa. The chapter 
looks at the notion of Inclusive education in South Africa, how 
Inclusive Education is practised in South Africa, as well as 
critical definitions in Inclusive Education as they apply in the 
South African context. These include inclusive education, 
inclusive teaching and learning, barriers to learning and full-
service schools.  
The literature covered in this chapter was guided by the research 
questions and refers to literature that has been conducted on 
Inclusive Education in South Africa since the inception of the 
White Paper 6 on Inclusive Education. All the literature conducted 
since 2001 that relates to: (i) Teachers’ knowledge of Inclusive 
Education; and (ii) Common inclusive teaching practices, were 
therefore examined.  While doing so, related research around the 
functioning of full-service schools; the training needs of 
teachers for inclusion; as well as successes and challenges around 
inclusive teaching in South Africa were also examined. As a 
University of Johannesburg student, I had full access to EBSCO-
host and Eric databases where I was able to research online 
journals, books, PhD thesis and many more including newspaper 
articles. 
 
3.2 KEY DEFINITIONS AS APPLIES TO SOUTH AFRICA 
The following four definitions capture the essence of Inclusive 
Education in South Africa. They are the four key terminologies 
that apply best to this research. 
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3.2.1 INCLUSIVE EDUCATION 
The DoE (2001, p.16) definition of Inclusive Education: 
• “Are about acknowledging that all children and youth can 
learn and that all children and youth need support as is the 
case of learners with barriers to learning who need support 
in order to achieve; 
• Are accepting and respecting the fact that all learners are 
different in some way and have different learning needs which 
are equally valued and an ordinary part of our human 
experience. This will help with bullying and help boost the 
self-image of vulnerable learners; 
• Are about enabling education structures, systems and 
learning methodologies to meet the needs of all learners. The 
curriculum should, therefore, be adjusted to meet the needs 
of learners; 
• Acknowledge and respect differences in learners, whether 
due to age, gender, ethnicity, language, class, disability 
or HIV status. As the city landscapes keep changing regarding 
ethnicity, and language; unconditional acceptance is the only 
way to educate all and eliminate economic problems related 
to illiteracy; 
• Are broader than formal schooling and acknowledge that 
learning also occurs in the home and community, and within 
formal and informal modes and structures. This will help 
schools to partner with parents in improving the education 
of children by making parents partners; 
• Are about changing attitudes, behaviour, teaching 
methodologies, curricula and the environment to meet the 
needs of all learners. This will help improve pedagogy and 
create excellent teachers; 
• Are about maximising the participation of all learners in 
the culture and the curricula of educational institutions and 
uncovering and minimising barriers to learning. This will 
stop teachers from limiting learners due to preconceived 
ideas; 
• Are about empowering learners by developing their strengths 
and enabling them to participate critically in the process 
57 
 
of learning. We can see more leaders emerge from those who 
would have otherwise been excluded from school.” 
Inclusive education in South Africa is therefore expected to be 
centred on the learner. The learner being accepted 
unconditionally; the teacher changing their beliefs, attitudes and 
teaching approach to fit in with the learning needs of the learner; 
and the curriculum becoming flexible to meet the learning goals 
and approaches are essential for inclusive education. 
 
3.2.2 INCLUSIVE TEACHING AND LEARNING 
The Education White Paper 6 also lists classroom educators as the 
primary resource for achieving the goal of Inclusive Education 
(DoE 2001, p18). This means that educators need to improve their 
skills and knowledge as well as develop new ones in order to 
function well in full-service schools. Staff development schools 
and district level are critical to put in place successful 
integrated educational practices.  
Inclusive teaching and learning should, therefore, advocate for 
learners to be contributors to their learning and is, therefore, 
learner centred (Makoelle, 2014a; Loreman, 2010) because it 
recognises that all students can learn. Inclusive teaching 
understands and responds to students’ different ways and rates of 
learning through creating multiple ways of presentation. There is, 
therefore, a need in South Africa for ongoing assessment of 
educators’ needs that will help structure programmes to meet these 
needs. These programmes should aim at, training in multilevel 
classroom instruction, cooperative learning, problem-solving and 
the development of learners’ strengths and competencies rather 
than focusing on their shortcomings. 
 
3.2.3 BARRIERS TO LEARNING: 
The South African Education department classifies barriers to 
learning into four broad categories (Kubayi, 2010; Weeks & Erradu 
2013; Wiam & Louw, 2015; DBE, 2014). 
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• Systemic Barriers: These include policy and curriculum 
inaccessibility issues, overcrowding in schools, 
accessibility of the environments, a lack of resources, 
employing inadequately trained teachers without a good 
command of English as a medium of instruction. 
• Societal Barriers: These include poverty and unemployment 
that have formed a vicious cycle; negative and harmful 
prejudiced attitudes, race, late admissions, violence and 
crime that is prevalent in many areas; HIV and Aids that has 
contributed to a growing number of orphans in schools; and a 
lack of parental involvement due to illiteracy.  
• Pedagogic Barriers: inappropriate teaching and assessment 
methods; insufficient support for educators, a lack of 
resources and technology. 
• Intrinsic Barriers: these can be neurological, physical, 
sensory and cognitive barriers on the side of the learner. 
 
3.2.4 FULL-SERVICE SCHOOLS 
The policy on Screening, Identification, Assessment and Support 
(SIAS) (DBE, 2014) offers guidelines on how Inclusive Education 
is to be implemented. At the centre of it, is how to place learners 
with barriers to learning into schools specifically. It, 
therefore, categorises all schools into three groupings:  
• Ordinary Schools: these are ordinary schools as we know them, 
and they continue to run as they have been running, except 
that they can admit learners with low levels of support and 
mainstream them.  
• Full-Service Schools: Some of the ordinary schools are to be 
selected and upgraded to become well resourced, better 
equipped and supported in order to provide for a broad range 
of learning needs as inclusive schools. The plan is to upskill 
the teachers with sufficient information on inclusive 
pedagogy, through a course in Advanced Certificate in 
Education (ACE) programmes in Inclusive Education.  
• Special Schools: For learners with severe learning needs, 
especially those requiring full care, special schools will 
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continue to be open to supporting them. Special schools will 
be resourced with a multidisciplinary team of personnel to 
become resource centres that will provide expertise to the 
full-service schools.  
• District-Based Support Teams (DBST): These are government 
employees that are specialists in the area of Inclusive 
Education that will be based in the district and will visit 
Full-Service Schools to offer support and training on an 
ongoing basis and are tasked with offering a range of support 
services.  
 
3.3 THE NOTION OF INCLUSIVE EDUCATION IN SOUTH AFRICA 
The South African Education system has undergone much reform over 
the past decades: From a separated Apartheid system (e.g. the 
Bantu Education system); to one that is striving for Inclusive 
Education for all. In this section, I will demonstrate how the 
most significant stride in the 1990s was to eradicate Bantu 
Education and replace it with one national education curriculum 
for all schools; while the most significant move since the year 
2001 has been to accomplish Inclusive Education. 
 
From 1948 to 1994, South African Education was divided under the 
Apartheid regime. The Whites received a superior quality education 
while the Blacks were restricted, disadvantaged and exploited of 
any rights to a quality education. In 1953, the then South African 
Minister of Native Affairs, Hendrik Verwoerd passed an act that 
marked the official commencement of the Bantu Education Act, an 
Education system that disempowered the Blacks (Fiske & Ladd, 
2004). The aim was to keep the Blacks and Coloured at the lower 
socio-economic end (Storbeck & Martin, 2013) by offering them a 
curriculum that was at the very best, aimed at vocational training. 
This was achieved through restricting funding for Black schools 
so that their class sizes remained crowded, with less qualified 
teachers. Only 15% of the teachers in Black schools had a teacher’s 
training qualification (Ocampo, 2004). On the other hand, the 
White schools are reported to have had over 96% of their teachers 
qualified, and with much smaller class sizes. The Indian and 
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Coloured communities had their percentages of qualified teacher 
and class sizes lying somewhere in between the Black and White 
proportions.  
 
Apart from Apartheid factors, there are many other reasons as to 
why children in lower income countries –including South Africa did 
not have access to education. Rouse (2012) cites high levels of 
mobility, poverty, social conflicts, gender, and disability as 
some of the reasons. These are true to South Africa considering 
that we are a developing nation with huge discrepancies between 
the few who have and the majority who do not have. Hence, the 
majority continue to be poor after 24 years of democracy. The 
poverty cycle continues because it logically follows that if the 
poor cannot access education for their children, including the 
disabled children, then there is very little hope of the child 
emancipating themselves from their social status. 
 
It was not surprising that in 1994, when South Africa became 
independent, the new government prioritised readdressing 
educational inequalities (Lemon, 2005). The government readdressed 
this by mainly reallocating more funds to the education of the 
previously marginalised. Education currently has the most massive 
government budget allocation compared to other government 
departments. Children from economically disadvantaged areas do not 
pay any school fees (SA Schools Act 84, 1996; Sayed & Soudien, 
2005) and instead, they receive 100% funding including free 
uniforms and school lunches. In addition, their school buildings 
are built and maintained by the government. In addition, the 
teachers’ salaries are fully funded by the government. The South 
African Schools Act 84 (1996) strives to ensure that no children 
are disadvantaged from getting quality education and has therefore 
put the responsibility of running school funds on the school 
governing bodies. Schools in more affluent suburbs charge some 
fees to complement the government funding, while schools in the 
economically impoverished areas do not charge any fees. 
 
61 
 
The policy document on Education White Paper 6 (DoE, 2001, p.6) 
addresses Inclusive Education for children with barriers to 
learning and defines Inclusive Education as we saw in the earlier 
section (see Chapter 3, section 3.2.1). As a result, there are 
significant changes taking place both at the policy level, teacher 
training level and in the way teaching and learning is to be 
implemented. There is a new brand of better-equipped school that 
has been upgraded and their teachers trained in Inclusive 
Education that is referred to as a full-service school, as a result 
of these changes as was defined in the previous section of 3.2.4. 
 
3.4 INCLUSIVE PEDAGOGY IN SOUTH AFRICA 
Before examining inclusive pedagogy in South Africa, it is 
essential to remind ourselves of what the government means by 
barriers to learning as discussed earlier. Barriers to learning 
were described to include systemic, societal, pedagogic and 
intrinsic factors that hinder the teaching and learning process 
(see section 3.2.3). This is because, in South Africa, inclusive 
pedagogy is one that will ensure that children with barriers to 
learning are taught in ways that address their learning needs.  
 
Inclusive pedagogy is therefore one that seeks to address and 
enable the four broad categories of societal, systemic, pedagogic 
and intrinsic barriers to learning from schools. One major 
challenge facing education however remains. This is the racial 
divide, and it has recently been replaced by economic divide; 
whereby schools in the former Black neighbourhoods remain Black 
and are overcrowded, with inadequate facilities and less trained 
teachers. While schools in the formerly White areas are now 
racially mixed, and continue to have quality facilities and well 
equipped and trained staff, with manageable class sizes (Sayed & 
Soudien, 2005).  
 
For Inclusive Education to be implemented, proper teacher training 
that is relevant to the South African context (Walton & Lloyd, 
2012) is recommended. Most of the teachers cannot offer inclusive 
pedagogy because they have not been sufficiently trained in 
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Inclusive Education and have negative attitudes towards including 
learners with barriers to learning because they lack the skills 
to deal with teaching inclusive classrooms. Many schools also face 
many challenges as well, including a lack of resources and 
overcrowded classrooms (Lemon, 2005; Donohue & Bornman, 2015).  
 
The government is, however, determined to achieve Inclusive 
Education sooner (Quintal, 2016). The Presidency, under former 
President Jacob Zuma, undertook that all children with 
disabilities would be in schools by the year 2020. This is not 
only a political statement, but it has been put into law through 
the many policy statements that followed. In support of teachers 
with the implementation of inclusive pedagogy in their teaching, 
some policies provide guidelines on how to respond to diversity 
in the classrooms (DBE, 2011b; DBE, 2014). These guidelines also 
give specific direction on how to differentiate according to the 
four areas below and are very close to the Universal Design for 
Learning’s principles of teaching (Rodesiler & McGuire, 2015; Hall 
et al., 2012).  
“The guidelines for responding to learner diversity in the 
classroom through Curriculum and Assessment Policy Statement” 
(DBE, 2011b: p15) summarised below, look at an inclusive pedagogy 
as one that engages teachers with the learners in the following 
four main categories:  
• Content: The guidelines explain how to differentiate the 
curriculum content by giving examples of how to break complex 
and abstract concepts into more straightforward 
understandable concepts for all. The Curriculum and 
Assessment Policy Statement (CAPS), has been designed around 
a differentiated curriculum (Wium & Louw, 2015) based on 
different levels of covering the content.  
• Environment: The guidelines address teaching by carefully 
considering the physical environment of the students as well 
as their psycho-social settings in order to include learners 
both physically and psychosocially so that they feel included 
both physically and contextually. It advocates for the use 
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of rich learning materials, which is, however, a challenge 
for poorer schools regarding technology. 
• Teaching Methods: Should be rich to include multiple ways of 
presenting including visual illustrations and group work that 
is flexible and not labelling learners. 
• Assessment: Is to be a way of gathering evidence of the 
learning that has taken place and should be varied in nature 
and at a different level in line with Bloom’s Taxonomy, yet 
not restricting but in line with the Curriculum and 
Assessment Policy (CAPS). 
 
In the proceeding sections, we look at how the implementation of 
these policies have been adapted in practice, as we seek to answer 
the research questions, on “What do South African teachers know 
about inclusive teaching?” is examined and “Which inclusive 
teaching practices are prominent in full-service schools?” 
 
3.5 INCLUSIVE TEACHING AND LEARNING PRACTICES: A SOUTH 
AFRICAN PERSPECTIVE 
3.5.1 Preamble 
When looking at the government policies on Inclusive Education 
(DBE, 2010; DBE, 2011a; DBE, 2011b; DoE, 2001; & DoE, 2005), one 
gets the sense that the government is steering education in schools 
towards the right direction by implementing Inclusive Education. 
However, research conducted on the implementation of Inclusive 
Education (Engelbrecht et al., 2016) showed that the 
implementation of Inclusive Education was not happening as 
expected due to; lack of staff expertise, poor parent/community 
involvement; and a slow embrace of the newly developed curriculum 
with learning strategies. In this section, we will look at 
teachers’ knowledge of Inclusive teaching practices, as well as 
some of the practices that teachers in full-service schools have 
implemented as they strive for Inclusive Education. 
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3.5.2 Teacher Knowledge and Preparation for Inclusive Teaching 
In the previous section, we saw that the government had endorsed 
some policies in support of Inclusive Education. Among them are 
guidelines to aid teachers in implementing inclusive pedagogy. 
From research, perhaps a right place to start is by acknowledging 
that most teachers in schools have a basic universal understanding 
of what Inclusive Education means (Engelbrecht et al., 2016). They 
view it as a fundamental human right that guarantees the acceptance 
of every learner into the school regardless of what their learning 
challenges are. It is understood more to mean “accepting” learners 
with barriers to learning, but not necessarily including them as 
we shall see later in this section.  
 
A study by Engelbrecht et al., (2016) titled “The idealism of 
education policies and the realities in school”, on the 
implementation of Inclusive Education, found that although the 
government had good policies in place, their implementation was 
not yet a reality as many teachers were not equipped to teach in 
full-service schools. Their report found that “…both mainstreaming 
and ELSEN classroom teachers continued to express a lack of 
knowledge regarding the roles and responsibilities of full-service 
schools…” (Engelbrecht et al., 2016: p.528). The teachers who were 
interviewed reported that they had been trained to teach in 
ordinary schools and that they were not equipped on how to deal 
with learning disabilities. These teachers stated that they did 
not know how to deal with children with barriers to learning, 
hence they referred them to ELSEN classes where they were given 
differentiated work and taught by remedial teachers.  
 
Therefore, a positive role that the policies on Inclusive 
Education has played was on highlighting what Inclusive Education 
is, which was well articulated as the inclusion of all learners 
in school (as a human right). This referred merely to the placement 
of these learners in schools. Research on how to include the 
learners, and on models of teacher education for inclusive 
teaching in South Africa are not clearly defined (Walton & Lloyd, 
2012). Many schools have therefore misunderstood Inclusive 
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Education to mean mainstream (Storbeck & Martin, 2013), which 
refers to the physical placing of learners in ordinary schools 
without offering any form of support or adjustments to the way 
teaching and learning occurs. 
 
Research also found that teachers had negative attitudes towards 
learners with barriers to learning in diverse classrooms (Donohue 
et al., 2015; Engelbrecht et al., 2016). Negative attitudes were 
found to be related to their lack of training on how to work with 
diverse learners. These negative attitudes affected teacher 
expectations of the performance of the learners, which meant that 
the teachers set low academic standards for some of the learners.  
 
On a positive note, the same research found that although the 
negative attitudes limited the goals that the teachers set for 
learners with barriers to learning, they were, however, in 
agreement that these learners with barriers to learning benefitted 
regarding their social development from interacting with other 
learners in full-service schools. Teachers were found not to have 
much resistance towards including learners with physical 
disabilities as opposed to those with learning disabilities as 
they felt that physical disabilities did not adversely rely on 
their pedagogic approaches. Walton (2011), in separate research 
that sought to incorporate the voices of learners with barriers 
to learning towards seeking a solution to Inclusive Education - 
recommends that interventions to issues such as social exclusion 
and negative attitudes can be reached if the learner's views are 
expressed and used as a source of knowledge for inclusion. 
 
South African teachers continue to lament over large and 
overcrowded classes. These could mean that there is more access 
to education than during the Apartheid era, coupled with 
population expansion yet limited resources (Sayed & Soudien, 2005; 
Engelbrecht et al., 2015; Lemon, 2005; Makoelle, 2014b). A lack 
of enough resources such as adapted learning material, a lack of 
access to technology in the classroom, large class sizes that do 
not promote individual attention, a lack of time for collaborative 
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planning, and insufficient training of teachers, are all factors 
that do not promote inclusive teaching and learning. Instead, they 
add to the problem of negative attitudes towards teaching in full-
service classrooms, especially in the low-income areas where the 
problems are on a larger scale. Unfortunately, since most middle 
class and the wealthy do not send their children to these poor 
low-income schools (Lemon, 2005), these schools do not have loud 
voices to advocate for them to get a better-quality education. 
Many of them lacked well-resourced libraries, school halls, 
computers with skilled personnel, adequate sports facilities for 
holistic learner development (Engelbrecht et al., 2016). 
Additionally, many parents were less involved in their children’s 
education. Teachers also continue to struggle with disciplining 
children and bullying issues in the overcrowded schools and 
therefore this results in autocratic means of disciplining 
learners and governance. 
 
On the contrary, it was reported that factors that promoted 
inclusive teaching in schools, where inclusive teaching and 
learning was succeeding had “teachers” aids, smaller class sizes, 
use of special equipment such as braille. As well as exam 
accommodation for learners with barriers to learning were in 
place, there were flexible teaching schedules that allowed 
teachers to plan collaboratively and manage their workload 
(Donohue & Bornman 2015, p.44). Walton (2012) on her research from 
clinic to classroom, accompanied her honours students to see how 
they implemented their knowledge of Inclusive Education through 
Action Research. She agrees with the above factors by Donohue and 
Bornman (2015), especially the one on collaboration but cautions 
that some teachers were resistant to collaboration that brought 
about new changes because they were accustomed to their old habits 
and feared change that threatened their expertise. Her research 
found that for inclusive teaching to happen well, teachers have 
“to develop a collaborative and classroom-based knowledge of 
inclusive practice by implementing, reflecting on and theorising 
inclusive pedagogies” that worked for them, then and apply them. 
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South African universities have had to relook at their training 
in order to prepare teachers accordingly for teaching in full-
service schools. However, most of these training is based on 
inclusive practices from overseas countries. There is also an 
effort by the University of the Witwatersrand to implement Action 
Research in some of their teacher training programmes to see what 
works for their trainee teachers (Walton & Lloyd, 2012). The 
University of Pretoria surveyed to establish teacher attitudes 
towards inclusion (Donohue & Bornman, 2015) and found that 
teachers expected learners with barriers to learning to only 
benefit socially regarding participating in sports and non-
curricular activities for their social development.  
 
Even worse, they did not feel that these learners were “normal” 
to be taught in diverse classes. The university, therefore, must 
to find ways of helping teachers understand that including 
learners for the sake of socialising only, neither prepares them, 
nor empowers them to become contributing members of the society.  
Similar research on the inclusion of deaf learners (Storbeck & 
Martin, 2013) found that teachers were setting low expectations 
for deaf learners. These learners did not have the opportunity to 
access higher goals as set in the curriculum because of the 
watered-down curriculum.  
 
However having seen the negatives, in a separate study to 
investigate ways in which intellectually impaired learners in the 
foundation phase can be supported in the classroom, Weeks and 
Erradu (2013) established that educators of those learners were 
grappling with ways to adapt the curriculum. They found that the 
curriculum was not conducive to the needs of learners with 
intellectual impairment because it was merely inaccessible. They 
tried their level best to differentiate in line with identified 
barriers, and the content was modified to the contexts and 
experiences of the learners. The teachers used learner-centred 
approaches to teaching with more practical components, and 
assessments were done in numerous learning situations with 
learners being given more time to complete tasks. 
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Although the Department of Basic Education (2014) expects the 
Inclusive Education teacher to connect and engage with their 
learners in order to maximise participation, I see this goal not 
happening in the crowded classes, which have less trained 
teachers, with negative attitudes towards learners with barriers 
to learning. Walton and Lloyd (2012) and Engelbrecht et al. (2014) 
agree that a teacher’s role in facilitating inclusion is vital. 
They agree that this role, however, depends on the collaboration 
of a multidisciplinary team of psychologists, speech and language 
therapists, doctors, parents and teachers in order to fully 
understand the learning needs of the learner (Wium & Louw, 2015). 
Such collaboration enables the teacher to understand the learning 
needs of the learner in detail and hence implement a more learner-
centred approach to teaching and learning (Makoelle, 2014a; 
Loreman, 2010).  
 
Unfortunately, schools in the rural and low-income urban areas 
(which are the majority of the schools) do not have the luxury of 
multidisciplinary teams. Their teachers do not, therefore, get 
expert advice and insight into the learning challenges of what 
these learners face. They, however, do rely on the few government 
expertise from the district offices, who are overstretched between 
serving all the full-service schools in their districts.   
 
The collaboration of teachers who were working together in order 
to come up with good teaching practices strikes across as a good 
strategy for inclusion. Some of the advantages of collaboration 
that are documented include improving learner communication 
skills, helps teachers understand learners better and support for 
staff (Wium & Louw, 2015). On the contrary, some studies also note 
disadvantages associated with collaboration as; a shortage of 
learning support staff as well as (Walton & Lloyd, 2012) a lack 
of interest from some staff who feel threatened to learn new 
information and feel that they will be exposed for their 
limitations. It, however, remains a teacher’s challenge to be 
69 
 
adequately upskilled in order to cognitively adapt the curriculum 
to suit learners with barriers to learning. 
 
Differentiation, which is a critical factor in the way CAPS 
curriculum has been laid out, is an area that many teachers seem 
to struggle with (Louw & Wium, 2015).  Despite the government 
having documented guidelines to assist teachers with 
differentiation (Engelbrecht et al., 2016), many schools have not 
utilised these resources and continue to wait to be shown how to 
differentiate. Englebrecht et al., (ibid) note that schools have 
a lot of untapped resources and expertise including the use of 
computers.  
 
Despite some effort being put into inclusive teaching, there 
continue to be further challenges of exclusion. For example, the 
language of the medium of instruction selected for teaching Grades 
1 – 3 also segregates on who attends which school. This means that 
those who choose to attend the school while they speak a different 
language are disadvantaged. Other factors that were noted to be 
inhibiting access to Inclusive Education include the 
administration of entrance exam to determine who gets enrolled in 
a school in an effort of schools to eliminate possible failure 
rates hence improve their matric results. As welll as 
affordability of fees charged as determined by the school 
governing body; as well as the language of medium of instruction 
(Sayed & Soudien, 2005).  
 
 
3.5.3 Approaches to Teaching Learners with Barriers to Learning. 
Classroom based support Vs Remedial Support: Inclusive teaching 
recognises that all children can learn if given the right 
conditions (DoE, 2001).  Before the passing of the Education White 
Paper 6 on Inclusive Education, children with barriers to learning 
were taught separately either in special schools or in remedial 
classes that formed a part of some school systems. This is 
currently viewed as the medical paradigm (Dreyer, 2013; 
Engelbrecht et al., 2016) because such an education system aimed 
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at fixing the deficit in the child. The government’s intention of 
White Paper 6 was to move away from this medical modal towards a 
more Inclusive Education with the use of learning support in order 
to address the learning needs of the child in a more holistic 
manner. The aim, therefore, was to fix the education system in 
order to meet the needs of the child, as opposed to fixing the 
child. Learning support is, therefore, defined as any form of 
help, assistance and guidance given to learners who experience 
barriers to learning in order to help them overcome their barriers 
(DoE, 2001, p15).  
Classroom-based Learning Support educators that collaborate with 
the regular classroom teachers have replaced remedial teachers so 
that the needs of the learners are met in a regular classroom 
environment and not in a separate classroom. Research done in 
Western Cape Province on the changing roles of learning support 
teachers confirmed just that: The role of remedial teachers is 
being replaced by learning support teachers. It also showed that 
speech and language therapists are moving away from helping 
individual children (Wium & Louw, 2015; Weeks & Erradu, 2013) and 
instead, moving towards working as a part of a collaborative team 
where they share with teachers of inclusive classes, skills to 
work with other children in similar circumstances.  
Research conducted by Makoelle on Inclusive Education in South 
Africa sought to find out if Inclusive Education had been realised 
(Makoelle, 2014b). The findings show that as a result of 
collaboration between the regular classroom teachers and the 
learning support educators, teachers are adapting to more 
inclusive pedagogical practices such as the use of cooperative 
learning, peer tutoring, modification of assessments tasks, as 
well as the use of exam accommodations. These could be spelling 
concessions and the use of extra time during tests and exams. 
While exploring teacher self-efficacy for inclusive practices 
across China, Finland and South Africa, Engelbrecht et al. (2014) 
found that of the three countries, South African teachers scored 
higher at collaborating with parents, colleagues and other 
professionals; yet they scored lower in their efficacy for 
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instruction and their efficacy for managing behaviour. The benefit 
of collaboration was found to be of significance to the community, 
if it does not pose a threat of exposing the weakness of the 
teachers (Walton, 2012). This could be attributed to the Ubuntu 
nature of South African teachers of wanting to share (Mestry, 
Hendricks & Bisschoff, 2009).  As in the previous section, we, 
therefore, see that collaboration is a powerful tool that is 
working in some inclusive schools regardless of the teachers’ 
levels of training, even though some schools lack the resources 
and human capacity to do so.  
Learning Support teachers are, therefore, viewed as having a huge 
role to play in the implementation of Inclusive Education. Their 
role is more of a solution-focused approach in looking for ways 
to make teaching and learning happen for the learners with barriers 
to learning, as opposed to a problem-focused approach of fixing 
the deficit (Dreyer, 2013). They are viewed as agents of change 
in ensuring maximum participation of all learners as they have the 
more expert knowledge and insight into specific learner profiles. 
It is, however, crucial that the role of a classroom Learning 
Support Educator be well outlined for there to be a smooth working 
and collaborative relationship that avoids conflict. The leading 
role of educating the learner remains in the hands of the regular 
teacher, while the support teacher (Wium & Louw, 2015) is to 
support and collaborate with the classroom teacher. In addition, 
help them understand how to adapt their teaching in order to 
maximise the benefit of all.  Apart from collaborating with the 
teachers, Dreyer (2013, p.60) lists the other functions of 
learning support educators as: 
• “The learning support teacher compiles resource files; 
• Helps the teachers with programmes and differentiation; 
• Consults with the class teacher and parents; 
• Gives input at institutional level support meetings; 
• Is responsible for the diagnostic testing of learners’ 
scholastic ability and; 
• Manages referrals to special schools”. 
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In addition, LSE also liaises with the parents of the learners on 
behalf of the school and offers interventions. This is a move 
towards a more inclusive and holistic way of educating a child 
with barriers to learning as opposed to segregating in special 
classes. It is unfortunate that not all full-service schools are 
resourced with enough learning support teachers and hence resort 
to the withdrawal of learners into remedial classes. Dreyer also 
noted that some learning support teachers are overstretched and 
must serve more than one school, making it difficult to collaborate 
daily. She also noted that in extreme cases, some learning support 
teacher preferred to see themselves as coordinators, and hence did 
not perform all the roles expected of them except for the more 
administrative roles. 
It was observed that special schools continue to function by 
segregating learners with what is deemed to be special conditions 
such as schools for the deaf or Downs Syndrome (Storbeck & Martin, 
2013), where these children do not get cognitively high-level 
thinking skills curriculum. This is denying equal access to 
education because their disability in hearing does not necessarily 
equate to their inability to grasp high-level cognitive knowledge 
and skills. Hence it creates non-equal opportunities. The 
government, therefore, must speed up the training of teachers in 
full-service schools to be able to teach all children regardless 
of their barriers.  
 
3.6 CONCLUSION 
This chapter looked at Inclusive Education from the South African 
context. It started by uncovering the definition of Inclusive 
Education together with the critical terminologies associated with 
it. It looked at the definition of a full-service school and how 
it is run. The main body of the chapter looked at key findings 
into Inclusive Education in South Africa. 
 
It can, therefore, be said that the journey to Inclusive Education 
in South Africa is still a Long Walk to Freedom. Many researchers 
agree that in theory, South Africa has made significant strides 
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in coming up with strong policies on Inclusive Education 
(Engelbrecht et al., 2016). One reason they attribute this fact 
to is, the fact that Apartheid had marginalised many Blacks and 
the minority groups. Thus, by embracing the disabled and those 
with barriers to learning, it was one way of reconciling with the 
past and moving forward in a new democratic society. The policies 
on Inclusive Education (DoE, 2001; DBE, 2011; DBE, 2014), 
therefore embrace all forms of marginalisation to quality 
education including intrinsic, pedagogic, systemic and societal 
barriers to learning. The guidelines for teachers of diverse 
classes’ application have been stipulated in those policy 
documents. However, the policies remain ideas since their 
implementation has not been well enforced. 
 
Existing research shows that although some schools have opened 
their doors to include diverse learners with the aim of operating 
as full-service schools, most teachers are yet to understand how 
to practice inclusive teaching practices. The implementation of 
Inclusive Education worked better in schools with learning support 
teachers because they could offer support to both the teachers and 
learners. However, there still exists the practice of preferring 
to segregate learners based on their barriers to learning, where 
they are enrolled in remedial classes instead of changing the 
teaching methods to accommodate them in regular classrooms. 
Studies are against this practice. Having them in the same class 
is reported to have social developmental benefits to the learners 
(Donohue & Bornman, 2015).  
 
Some of the good inclusive teaching practices that were recorded 
by research include collaborative teaching (Wium & Louw, 2015), 
group work, and the use of exam accommodations (Makoelle, 2014b). 
There is, therefore, need for teachers to be trained sufficiently 
so that they become more creative and resourceful at teaching 
diverse learners (Weeks & Erradu, 2013); hence, the use of PAR is 
one way to solve this.  
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CHAPTER 4:  RESEARCH METHODOLOGY 
“The important thing is not to stop questioning. Curiosity has its own reason 
for existing.” (Albert Einstein) 
 
4.1 INTRODUCTION 
Research is all about questioning in order to understand and arrive 
at the desired outcome. The words of Albert Einstein could not be 
more accurate for the research methodology selected for this 
study. Every step of the methodology was aimed at establishing 
self-critical communities of educators who, apart from being 
curious in wanting to know how to become better at their practice, 
had to collaborate in the research process, become critiques and 
reflective about their practice, while finding solutions that are 
emancipatory. 
 
In this methodology chapter, I will discuss how I went about the 
research field. I will explain the qualitative research approach 
used, and why it was preferred. Leading to that, I will explain 
why the choice of Critical Theory as the research paradigm was 
used, and how it captured the thinking behind Inclusive Education. 
A large part of this chapter is dedicated to Participatory Action 
Research as the research design and how it was employed in 
capturing data. As well as an explanation of how data were 
analysed. 
 
4.2 QUALITATIVE RESEARCH APPROACH 
In order to gain an in-depth understanding of challenges that 
teachers of full-service schools’ experience in their classrooms 
while catering for diverse learner needs, it was more fitting to 
use more open-ended questions that would enable the teachers to 
express themselves freely. Observations of classroom teaching 
practices that enhance inclusive teaching would bring diversity 
and variation, instead of limiting data collection to a tick box. 
The research approach selected was therefore qualitative. There 
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is inexhaustible literature on qualitative research. Therefore, 
for this research, I referenced mostly on qualitative research 
that has been applied in the field of Inclusive Education.  
 
Qualitative research approach is a research method that is used 
to describe phenomena, and it involves collection, analysis and 
interpretation of data on how people relate to and interact with 
their world. The data collected were not easily reduced to numbers 
(Anderson, 2010; McDuffie & Scruggs, 2008). Instead, they were 
collected and analysed by systematically sorting and coding to 
establish themes across multiple data sources (McDuffie & Scruggs, 
2008; Ferguson & Ferguson, 2000). The data usually included semi-
structured or open-ended interviews with individuals or groups and 
observations of settings, as well as document analysis. 
Qualitative Research was used in this case to gain an understanding 
of underlying reasons, opinions, and motivations by providing 
insights into the problem and helping to develop ideas or 
hypotheses and pave the way for follow up research. Qualitative 
Research was also used to uncover trends in thought, beliefs, 
perceptions, interactions and behaviour by delving deeper into the 
problem.  
 
An excellent qualitative research, therefore, required me to be a 
good listener, have good questioning skills, be caring about my 
data, and have perseverance (Yin, 2014) in order to understand the 
context (Ferguson & Ferguson, 2000). It also enabled me to get to 
know the participants in depth enough and honour their role as 
participants and not subjects, through hearing their voices and 
for them to take part in their learning. Hence it helped to get 
accurate information. Honouring the participant also included 
pursuing the information that they gave me by asking more questions 
that may not have been planned but were more relevant from the 
information that they had (Ferguson & Ferguson, 2000; Lehtomaki 
et al., 2014). 
 
According to McDuffie and Scruggs (2008), there are three types 
of qualitative research, namely: Case Studies, Grounded theory, 
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and ethnography. However, they fail to mention Action Research as 
a form of qualitative research that explores new areas of research. 
According to McDuffie et al., (ibid) Case Studies involve in-depth 
and thorough examination and analysis of the phenomenon under 
study. On the one hand, Grounded Theory is used to develop an 
underlying theory to the unexplored phenomenon. Ethnography, on 
the other hand, studies a social group by examining its nature, 
structure and functioning.  
 
The relevance of using qualitative research is outlined (Ferguson 
& Ferguson, 2000) as an instrumental utility whereby the research 
informs the applicability of knowledge to a specific problem; As 
well as an enlightenment utility whereby the research is used to 
inform or enlighten; a symbolic utility which offers a new 
perspective or helps make sense of the world; and emancipatory 
utility which helps empower participants by letting them tell 
their stories and hence challenge existing systems.  
 
In a research to engage voices on the ground in educational 
development among teacher of inclusive classes and their students 
(Lehtomaki et al., 2013, p.43) that included their views, their 
interpretations, their meanings and aspirations. Teachers and 
students on the ground were the subjects of the research. It was 
found that allowing underprivileged or marginalised learners who 
experience barriers to learning to voice their feelings in this 
research was of value, an instrumental utility and emancipatory 
utility because it led to an in-depth understanding of individuals 
with disabilities. Such information helped design teaching 
strategies that worked for them (Brantlinger et al, 2005; 
Lehtomaki et al., 2013).  
 
There are numerous advantages of using qualitative methods 
(Anderson, 2010, p.41).  One of the advantages is that data 
obtained through interaction are rich and more compelling than 
data obtained from tick boxes. Gerdes and James (2001, p.185) 
describe qualitative data as “a thick description that allows the 
readers the chance to experience the settling as if they were 
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there, being part of the context in which the investigation 
occurred, noting the sights, sounds, and experiences going on and 
offering the reader a word picture with the text”. Also, important 
to note is that qualitative data allows the research to interact 
with research participants in their context, allowing the in-depth 
researcher perspectives into the problem. 
Involving vulnerable marginalised learners with barriers to 
learning in research is, however, seen as an issue that can raise 
ethical concerns and fear for further marginalisation or political 
risks (Lehtomaki et al., 2013). In this case, the use of images 
can also be culturally sensitive. Apart from issues of time 
consumption through interviewing participants in person, Anderson 
(2010, p.141) states that poor interview skills or personal biases 
on the part of the researcher can limit qualitative research. 
While on the other hand, issues of anonymity are not entirely 
eliminated during interviews. These concerns and issues will be 
addressed further in later sections (see Chapter 4, section 4.12). 
 
4.3 CRITICAL THEORY AS THE RESEARCH PARADIGM 
Paulo Freire, author of “The Politics of Education: Culture, Power 
and Liberation” once wrote a statement which has become a well-
known saying, ‘Washing one’s hands off the conflict between the 
powerful and the powerless means to side with the powerful, not 
to be neutral” (Freire, 1985, p.122). This is the stand that those 
in power ought to adapt when it comes to the neglect of the rights 
of children with barriers to learning. This applies explicitly 
where the education system does not provide for the differences 
in learning for those with barriers to learning. Critical Theory 
is a paradigm that looks at existing beliefs, realities and values 
from the socio-economic context with a critical stand that seeks 
to pursue transformation in favour of those oppressed in the system 
so that there is equity. Looking at the current education system 
through the lenses of the literature review that was covered in 
Chapters two and three, the pace at which change is happening in 
the education system to ensure Inclusive Education is adequately 
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implemented is at a snail’s pace. Education is supposed to be an 
instrument of change and social transformation so that equity can 
be attained (Ward, 2016). 
 
The research paradigm that was selected was, therefore, Critical 
Theory (CT). Critical Theory came about in 1885 as a Fabian 
Socialist idea that was rooted in Marxist ideologies (McKernan, 
2013, p.417). The social classes that were built on capitalistic 
ideas in Britain were criticised for fostering inequality, social 
injustices and societal ills; hence the Fabians created the London 
School of Economics and Political Science as a reform strategy to 
deal with these problems. The London School of Economics and 
Political Science, unlike the traditional universities of Oxford 
and Cambridge, was to look at ways of affording free and adequate 
university education among other mandates such as eradicating 
poverty, to ensure that the poor were not discriminated against.  
 
The reformists at London School of Economics and Political Science 
went ahead and joined politics (for example George Bernard Shaw 
who fought for equality) because they wanted their ideas to become 
policy in order to guarantee reforms. Hence the birth of CT. Cohen 
et al. (2007) define CT as research that looks at issues around 
politics and democracy. It is distinct from other forms of research 
that simply accounts for or describe society and behaviour. 
Instead, CT addresses issues around equality and democracy, hence 
fighting for the rights of the marginalised members of the society. 
Therefore, it does not rely on documenting phenomena, but rather, 
it seeks to change them. Its purpose is to emancipate those 
oppressed by readdressing equality, hence, promoting individual 
freedom within a democratic society. 
 
The above definition on CT summarises research on issues 
surrounding Inclusive Education since it involves the rights of 
children with barriers to learning, who were previously excluded 
from schooling, and although some attempts are being made to 
include them, many societies and schools continue to exclude them 
from the teaching and learning process. Scotland (2012) agrees 
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with the above definition by Cohen, when he describes the 
importance of applying CT as that of seeking to address issues of 
social justice, equality and marginalisation that happens in the 
schooling system. He goes on to write that Critical Theory Paradigm 
should be viewed as standard practice as it considers how things 
ought to be judged, exposing injustice, challenging tradition and 
rigid social structures, hence demanding social change.  
 
Critical Theory Paradigm that involves participation and self-
reflection will, therefore, challenge society and traditional 
school settings, as well as teachers, to have a paradigm shift in 
the way teaching and learning occurs. It will put them to the 
task, with the hope of changing their school environments and 
teaching methodologies in order to bring education to a child with 
barriers to learning instead of requiring the child to change in 
order to fit into the school system. 
 
4.3.1 The Relevance of Critical Theory in Inclusive Education 
and the Researcher’s stand 
I have been working in an inclusive school as a Learning Support 
Educator for 15 years. During this time, I have watched teachers 
grapple with the idea of how to adapt their lesson to include 
learners that struggle academically or those that learn 
differently. Although I work in an independent private well-
resourced school, I observe and wonder how much teachers with 
resources at their disposal struggle to include learners with 
barriers to learning. It puzzled me what the situation would look 
like in the less resourced and economically disadvantaged public 
schools. I have also learnt, through my work experience, that when 
teachers of inclusive classrooms are challenged to reflect on how 
they handle a situation in areas where they may have experienced 
success, it takes guidance for them to realise that no situation 
is impossible.  
 
Critical Theory takes a critical look at the prevailing view of 
society by helping us to shift the paradigm of looking at Inclusion 
as doing a service to learners with disabilities - but rather 
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changing it by making us understand their learning needs in order 
to change our teaching to suit them. Ainscow et al., (2007) state 
that inclusion should aim at eliminating social exclusion and 
encouraging reform that supports and welcomes diversity in 
schools. It helps us to question how we can improve our education 
system to offer a better education for all people, including those 
with barriers to learning and the underprivileged so that they all 
reach their potential. 
 
4.4 PARTICIPATORY ACTION RESEARCH AS THE RESEARCH 
DESIGN 
 
4.4.1 Introduction 
It was once said that “The best teachers are those who show you 
where to look, but don’t tell you what to see” (Trenfor, 2016). 
In advocating for the rights of the learners with barriers to 
learning so that they are taught using the correct pedagogical 
approaches, a smatter way of engaging teachers and their current 
practice must be derived.  According to Forlin (2001) and 
Carrington (1999), the most significant barriers to the 
development of inclusion is a lack of knowledge, skills and the 
right attitudes for teachers to carry out their work. However, as 
we saw in the Literature Review chapters, a teacher who is told 
what to do and how to do it at workshops tends not to implement 
what they were taught, just like with Trenfor’s words above. One 
explanation for this could be due to the diverse nature of barriers 
to learning, whereby different children manifest different 
challenges and needs. It, therefore, requires both understanding 
(knowledge) and creativity (flexibility) on the part of the 
teacher when preparing lesson plans that cater for a diverse 
learning group.  
The choice of an exploratory Participatory Action Research (PAR) 
as the research design was, therefore, considered. Action research 
is defined as a form of collective self-reflective enquiry 
undertaken by participants in social situations in order to 
improve the rationality and justice of their own social and 
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educational practices, as well as their understanding of these 
practices and the situations in which these practices are carried 
out (Kemmis, 2011, p.13). Participatory Action Research involves 
the researcher and participants identifying a situation in need 
of change, then they initiate research and collectively work 
towards a relevant solution by reflecting on, learning from and 
acting repeatedly until collaboratively, a solution is reached 
(Anderson et al., 2015; Ostmeyer & Scarpa, 2012). 
Action Research (AR) has been in use for community development for 
almost a century now. JL Moreno, a student of Sigmund Freud at The 
University of Vienna, first applied AR in early 20th century on 
his study that aimed at helping prostitutes change their unwanted 
behaviour. He was helping them act out their conflicting role in 
order to pull their lives together again (Kemmis & McTaggart, 
2005). However, Kemmis and McTaggart (ibid) continue to report 
that, Action Research came to be applied in education by Stephen 
Corey in the late 1940s. However, its development was not justified 
with the prevailing belief in a more positivistic ideology.  
 
4.4.2 The Nature of Participatory Action Research 
Kemmis and McTaggart (2005, p.560) point out three characteristics 
that distinguish Action Research from other forms of research as: 
“Shared ownership of research projects; community-based analysis 
of social problems; and an orientation towards community action.” 
The community base in this research will be the classroom. Kemmis 
and McTaggart (ibid) elaborate classroom Action Research as 
involving the use of “qualitative interpretive modes of inquiry 
of data collection” by teachers with a view of making judgements 
about how to improve their teaching. This is true for Inclusive 
Education which addresses barriers to participation and learning 
and calls for teachers to be agents of change in this regard. For 
them to make a difference, they must be engaged in ongoing active 
construction and reconstruction of their learning environment to 
meet the varying needs of their learners, which makes PAR a 
necessary research tool that teachers need to understand for the 
perfection of their active practice (Howes et al., 2005). 
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PAR is exploratory, whereas exploratory design refers to a 
research design conducted about a research problem that involves 
a new field of thinking, and is a first of its own kind, with very 
little to refer to (Cuthill, 2002). In this case, there is no 
similar research to refer to in the South African context, and 
therefore this research qualifies as an exploratory Action 
Research. As the word exploratory suggests, the participating 
researchers will, therefore, explore their practice in order to 
come up with own solutions on how to improve their teaching to 
suit inclusive classes. The research method of PAR, therefore, 
aims to get both objective knowledge and subjective interpretation 
of the teacher participants’ perspectives in bringing about change 
that will improve their own practice and promote learning for all 
children (Lehtomaki et al., 2013, p.38) 
PAR follows a spiral of characteristic self-reflective cycles that 
takes place. First, an exploration of the problem is done to help 
understand the nature of the problem, and then plans on how to 
solve the problem are explored. The intervention/action is then 
conducted, with pertinent observations of the process recorded. 
New strategies and interventions are then implemented, and the 
cyclic process repeats itself, continuing repeatedly until the 
desired result is arrived at (Makoelle 2010; Kemmis & McTaggart, 
2005). Therefore, the spiral cycle of planning, acting, observing, 
and reflecting followed by a new cycle of re-planning, acting, 
observing and reflecting are unique attributes of PAR. 
Each of the steps requires collaboration from co-participants in 
the PAR process because PAR is a social and educational process 
that requires: studying a process, reframing it and reconstructing 
it (Lehtomaki et al., 2014; Ainscow et al. 2003). This 
collaboration can be in the form of fora, or focus groups, where 
ideas are shared, giving the participants a platform to interact 
and create open, communicative spaces also referred to as 
communities of practice. PAR as a social process creates 
collaborative learning. Collaboration can involve consultation 
(Lehtomaki et al., 2014) where in-service trainees can consult 
senior teachers in order to meet new challenges in their careers 
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and as part of professional development. PAR is real (Kemmis & 
McTaggart, 2005) as it involves an actual practice that has real 
material, concrete, and involves particular people as opposed to 
abstract practices. It looks at what people do, how they interact 
with the world and others, what they mean and value, and how they 
interpret their world. This understanding of people’s practice 
helps them to reflect on how they can transform the practices 
through reconstruction. 
Some good reasons for adapting PAR design are well outlined by 
Kemmis et al. (2005).  They endorse PAR as a social process that 
explores relationships between individuals and their social 
environment. In the case of the teacher, the classroom and 
staffroom are the immediate environments. PAR is participatory 
involving the plan-act-observe-reflect cycle.  It is practical and 
collaborative and aims to work together in reconstructing 
practice. It is emancipatory and aims to help people release 
themselves from unjust social structures. It is critical and 
engages the necessary powers in releasing the oppressed. It is 
reflective and involves self-criticism in examining current 
practices and reflecting on better ways to transform our 
practices. It also aims to transform both theory and practice by 
recording the findings of the practice and merging it with theory. 
All the above were so true for this study.  
It is important for teachers to make sense of how practical, 
inclusive teaching strategies can be acquired through their own 
reflection of their practice. This will enable them to arrive at 
strategies that work in their contexts, as opposed to them being 
given guidelines on what to do without them understanding how the 
information was arrived at. This is even more truer for the  
teachers that they have been in the field of teaching for a while. 
Anderson et al. (2015) refer to it as entitling the participants 
to be a part of the decision-making process every step of the way.  
In this study, the first step of PAR was to explore the research 
problem, by first assessing the current practice. This was 
followed by a series of observations of the current practice to 
establish if what was said was consistent with practice. Focus 
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group discussions on how to improve the current practice were also 
held. A look at the existing literature of current practice in 
Inclusive Education in South Africa and internationally was vital 
as it formed guidance on how to go about with the study. There was 
a need to train teachers on how to use PAR. McIntyre (2008) states 
that PAR aims at equipping people to find their own solutions to 
their existing problems, hence, co-developing processes with 
communities rather than giving them ready made solutions from 
elsewhere. It emphasises people’s contexts and their experiences, 
and aims at co-construction of knowledge, in more acceptable and 
shared ways that empowers the society with ownership of knowledge. 
4.4.3 Relevance of PAR in Inclusive Education 
The value of using PAR is that it establishes self-critical 
communities of educators who, apart from collaborating in the 
research process, will be critical about their teaching in ways 
that will challenge them to try new methods of accommodating 
learners with barriers to learning (Ainscow et al., 2003). It 
encourages social learning at the workplace hence forming 
communities of practice. It empowers the educator to be open-
minded in their practice, to view barriers to learning as exciting 
challenges to learn from, to expect surprises, to be adaptive to 
new ways of teaching in full-service schools and to value change.  
PAR is particularly beneficial to teachers that trained before 
2001 when the Education White Paper 6 passed as a policy. 
Universities only incorporated inclusive/special education as part 
of the general teacher training programme after 2001. Unlike in-
service or professional training programmes which take one to 
three days with no efforts for follow up (Dymond et al, 2006; 
Anderson et al, 2015; Ostmeyer, 2012), PAR enables teachers to 
engage in continuous dialogue of learning (both researcher and 
participating teachers) as they look for methods of finding 
effective strategies for interventions for diverse learners in an 
inclusive setting. Through PAR, research is designed to equip the 
research participants with tools to find solutions, as opposed to 
clinical analysis of qualitative data that is planned and 
implemented by researchers without the input of the community. 
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Such research does not always get the buy-in of the community 
because they do not take ownership in the decision making 
(Ostmeyer, 2012).  
There should be caution, however, that PAR itself as a process is 
not the primary objective of the research. Thus the participants 
should not get caught up in the PAR cycle of procedures of making 
it happen (Ainscow et al., 2003). However, it is important that 
they keep tabs with the research objectives so that the research 
leads to relevant findings.  
In summary, we can say that Participatory Action Research was 
chosen as it is beneficial for this study because: 
• It builds a culture of the community of practice hence causing 
professional development in workplaces. 
• It gives teachers practical tools that are relevant to their 
contexts. 
• It leads to collaborative teamwork and enhanced work 
relationships that are more beneficial in sharing knowledge 
and resources. 
• Makes participant teachers more reflective and self-critical 
in ways that improve their output. 
• Leads to change and desired outcomes without feeling that the 
change has been imposed, but rather, the change has been 
invented by the society through PAR. 
Research done by Whithorn et al. (2014, p.252) found that Action 
Research is “inherently transformative, seeking to investigate 
practice from within, and change is necessary.” They argue that 
although surveys or interviews gather useful data, the data can 
only inform by reporting on the practice. However, they cannot be 
used to investigate the practice. PAR allows the participants to 
self-report through reflections, rather than merely being observed 
or assessed in practice. 
The next session looks at the study’s population and sampling.  
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4.5 POPULATION AND SAMPLING 
 
4.5.1 The Population: Schools in Johannesburg East District 
Because of the nature of Participatory Action Research, a lot of 
time averaging six months to a year had to be invested in working 
closely with the selected sample. One full-service school out of 
the five currently existing full-service schools in Johannesburg 
East District was selected for this research. The district has a 
total of 83 government primary schools. It covers the northern 
suburbs of Johannesburg including the surrounding townships and 
stretches from Johannesburg to Midrand. This district was 
selected, not only because of its geographical convenience to the 
researcher, but it is also the area where I live and work. 
Therefore, I have a general understanding of the neighbourhood. 
There are only five full-service schools in Johannesburg East 
District and the school selected is an old school, founded in 1945 
and has been in operation as a full-service school for the past 
seven years. It was, therefore, a general expectation that the 
school would have fully implemented inclusive teaching practices. 
4.5.2 The Sample School 
At the time of research, it had 1500 learners. It became a full-
service school in 2010. In 2011, all teachers that were teaching 
at the school at the time were sent to the University of 
Johannesburg to study a course designed on teaching in full-
service schools. However, some of the trained teachers had since 
left the school and new ones without training had joined.  
There are supposed to be three learner support teachers in the 
senior phase, but one had resigned at the beginning of the year 
and there were only two left. There were also two learner support 
teachers in the junior phase. Each grade was divided into three 
classes. Class sizes ranged from 55 to 65. 
The school had a staff of 35 all Black teachers, most of whom were 
female and only seven were males. The initial plan was to have 
teacher representatives from each of the learning areas. I was 
initially introduced to the whole staff at a staff meeting where 
I introduced myself and my mission. At the same staff meeting, I 
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then handed out the teacher consent letters to teachers from each 
learning areas that were willing to be a part of the research. The 
school management proposed the idea of opening it up to all the 
teachers who would be interested because they liked the idea of 
openly talking of Inclusive Education. However, because I did not 
want to have focus group meetings of more than 12 members, I had 
to limit the numbers.  In this way, then all the learning areas 
would be represented by those who would consent. I also took the 
opportunity to hand out the learners’ consent letters to the LSE 
for Grades 5 to 7 so that she would hand them out for me to her 
learners. This is because I was targeting children with barriers 
to learning and she would be the right person to explain to them 
in a way that they would understand and be comfortable to 
participate. 
The following table breaks down the classes by numbers. 
Table 3: CLASS SIZES AND NUMBER OF CLASSES PER GRADE 
Grade Number of classes Leaners per class 
1 5 50-55 
2 5 50-55 
3 5 50-55 
4 3 55-65 
5 3 55-65 
6 3 55-65 
7 3 55-65 
Total 27 classes 1500 
The school had a staff of 35 teachers and a population of 1500 learners, 
wherein about eight were in top management as either principal or deputy 
principal, or head of the department; making the remainder of 27 teachers 
to have a teacher to learner ratio of just over 1:55. In reality, it was 
confirmed that the class sizes for Grades 1-3 had five classes per grade 
with 50-55 learners per class, while senior classes had 55 to 65 learners 
each as illustrated in the table 3. 
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In preparation for the school to become a full-service school, 
ramps were built around the school for wheelchair learners to 
access upstairs classrooms. Learners had become more accommodating 
and helped each other up the stairs as well. The school got 
assistive devices including computers, talking watches and 
braille, but unfortunately, the school did not have teachers 
equipped at using braille. 
Teacher awareness of children with barriers to learning was 
increased through some workshops. The frustration had however been 
about the large class sizes. The deputy headmaster felt that the 
climate of the school was open to Inclusive Education as teachers 
were generally open to working in an inclusive environment and 
that they understood the socio-economic situation of most of the 
learners, who were from poor backgrounds. Parents were welcomed 
to the school, and they got involved with their learners by talking 
to teachers about their concerns. I witnessed two parents in the 
waiting room near the school reception waiting to talk to teachers, 
which confirmed the deputy’s statement. Additionally, this was 
further supported by one of the statements from the learning 
support teachers. However, as some of the other teachers put it, 
not all parents were open to talking about their children’s 
learning difficulties and some of the parents were not easy to 
access on the phone.  
The school is a host to some vulnerable learners who have confided 
their HIV status to the school yet they feel welcome. The culture 
of the school was not very open to research, and therefore I 
appreciated all input from any teachers willing to participate.  
The school is situated in an informal settlement, it is a less 
privileged neighbourhood with tin shack buildings, and the most 
common mode of transport that I saw on the streets were 
taxis/public transport. There were street vendors selling 
vegetables on the streets as opposed to formal supermarkets. All 
the learners at the school, therefore, benefitted from the 
government’s National Nutritional Programme, which served them 
lunch. Some of the meals included fish and rice, or milk and phutu 
(mealie meal). Tiger Brands provided breakfast for learners half 
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an hour before school started (07:00-07:30) which mostly included 
cereals such as jungle oats or mabele (brown porridge). 
4.5.3 Sampling Technique 
The sampling technique applied in selecting learner and teacher 
participants was maximum variation sampling. Maximum variation 
sampling that was purposive and aimed at capturing and describing 
the central themes or principle outcomes that cut across a great 
deal of participants or programme variation (Patton, 1990) was 
applied. At the selected school, to allow for maximum variation, 
yet purposing to sample learners with barriers to learning, 
learners who attended extra lessons with one of the LSE from each 
of the Grades 5, 6 and 7 were sent home with consent letters 
seeking permission from their parents. This was on conditions that 
the research was conducted in a group after one of their lessons. 
Of the 25 learners who got the letters, only 12 of them brought 
back the consent letters, and they all had different abilities and 
needs. However, for the teachers, the maximum variation sampling 
was doubled up with purposive sampling.  
Purposive sampling is a technique that enabled me to select teacher 
participants based on predetermined criteria, being that they 
taught a class of extreme diverse abilities in relation to the 
other teachers in their department (Vaughn et al., 1996). In this 
case, since it was a full-service school and learners with barriers 
to learning were spread across the classes, the idea was to get 
representatives from each of the senior Grades of 5, 6, 7 as well 
as representation from each of the four learning areas. 
My role: As the key researcher in the field, I was both a trainer 
of PAR process to the research participants as well a fellow 
researcher. As a lead researcher I provided support, developed the 
research design, collected data from the participants and analysed 
the data (Dymond, 2006); as well as playing the role of a 
facilitator. This was to encourage the participants’ creativity 
to find solutions to their teaching dilemma. My other roles 
included addressing logistical issues and securing parent 
permission for students. Facilitation is viewed as (Kemmis & 
McTarggat, 2005) a technical and neutral role hence avoiding the 
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pressure of the key researcher becoming a process consultant who 
tells the participants what to do. This could interfere with the 
outcomes of PAR as exploratory research design and is unlikely to 
be followed up if the teachers do not take ownership of the 
outcome. 
The study was conducted in the four learning areas: English, Social 
Science, Mathematics and Home Language. The teachers of those 
classes formed the teacher participant sample and were also 
referred to as the participant researchers. Their roles included 
carrying out the PAR process in their classes, collaboration, 
refining their needs in the research, doing lesson plans that are 
inclusive as agreed in the meeting, observing each other, keeping 
journals of their reflections and attending interview sessions. 
The 12 learners formed a part of an initial focus group discussion 
as a way of validating information from the teacher participants; 
as well as one of the concluding focus group discussions to help 
ascertain whether the PAR process had been a success.  
 
4.6 DATA COLLECTION PROCESS 
Research by Cohen et al., (2007) outlines the stages that a 
Participatory Action Research follows. These are: Planning, 
Action, Observation and Reflection as outlined in Figure 1 below. 
The Action and Observation stages are, however, interlinked and 
can happen in reverse. 
Makoelle and Der Merwe (2014) interchanges the action stage with 
observation and describes the stages as follows: Planning 
involves the setting of objectives for the research, Observation 
is aimed at observing the current practices, Action involves 
putting the new practices into action and Reflection examines 
the whole process – as illustrated in the diagram that follows. 
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Figure 4: Action Research Cycle 
Although this cycle is a guideline of what to expect at each stage, 
there is likely to be an overlap and interchanging of stages in 
the cycle and the non-ending diagram in Figure 1 is to suggest 
that each season/year, the teacher will be confronted with new 
challenges in inclusion and therefore the cycle continues.  
4.7 DATA COLLECTION TOOLS 
Data were collected at each phase of PAR. Different tools were 
employed including oral interviews, focus group interviews, 
observations and teacher reflection journals. 
4.7.1 Oral Interviews 
These were conducted one-on-one with some of the key participants 
including the school head, the deputies and some of the heads of 
departments. Interviews help to explore the views and experiences 
of the participants as well as their beliefs and motivations into 
what they do (Gill et al., 2008). 
Oral interviews are useful in gaining accurate statistical data, 
and the person interviewing can be more vulnerable without fear 
of being judged by others in a group situation. 
4.7.2 Focus Group Interviews 
These are useful in establishing group norms as well as developing 
a common language of practice. They help gain a common 
understanding of what the problem under investigation is. There 
is a repo effect of one idea triggering another idea and hence 
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leading to rich data in group interviews. This leads to the depth 
and more insight into the understanding of the phenomena. It is 
also emancipatory, because by listening to others’ points of view, 
as it leads to a change in subjective perspectives to more 
objective outlook and collaboration (Kemmis, 2011). Through 
sharing what is working and what is not, it eliminates time wastage 
of reinventing the wheel. It is, however, vital to agree on common 
dates of meeting and plan of action. 
Vaughn et al., (1996) outline some guidelines for interviewers, 
which I found useful during focus group discussions. They include: 
• Planning for the interviews; 
• Introductions; who you are, your affiliation, the topic of 
research; 
• Opening the discussions; 
• Creating and maintaining a comfortable environment (furniture 
rearranged, room temperature, drinks); 
• Controlling the topic (could include placing your hand up to 
stop noise or show time up; summarising what has been said); 
• Ending the interview and thanking them. 
It was essential to start the interview questions with more general 
questions, to allow different perspectives, and then the questions 
became specific when searching for clarity. All the discussions 
were taped and recorded with the full knowledge and permission of 
the participants. 
However, it was essential to study the group dynamics because 
focus group interviews can backfire if some of the participants 
are uneasy with each other (Gill et al., 2008) 
4.7.3 Observations 
As a way of the researcher gaining first-hand experience and 
understanding of the context under research, observations helped 
with checking whether what was said correlated with practice. 
Teacher participants also observed each other to confirm what 
practices were implemented. 
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4.7.4 Teachers Reflection Journals  
Each participant kept a journal to record their experiences, and 
their newly implemented practices during the research. The 
journals helped the teachers in the process of self-reflection to 
compare how they were before, during the process and after the 
research.  
 
4.8 MY ROLE AS THE KEY RESEARCHER 
My role as a researcher was threefold;  
• To train the teachers in the PAR process, prepare them for 
ongoing research and fully empower them so that we both agreed 
on the logistics of the research as a team. It was a learning 
process that we both engaged on as we gathered information 
using PAR. 
• To facilitate the research process by first establishing what 
the teachers knew about inclusion, and what practices they 
used to include learners with barriers to learning. If there 
was a working framework that was successful, then we would 
have looked at ways to improve it so that it could be 
adaptable by other users of inclusive classes. 
• My other role was to be a co-researcher with the participants’ 
team. We were to engage as a team in the process of working 
towards improving our current situation through planning, 
observing, acting and reflecting. We were to agree on meeting 
times and confirm the next meeting date. We were then to 
agree on how we would go about conducting the research using 
PAR and ensure that everyone understood the PAR cycle, and 
agreed on what tools to use, including teachers’ journals and 
checklist. 
• Caution was taken to first build a relationship of trust, so 
that I did not pose as an authority with power over the 
teacher participants, but to be a co-researcher with them, 
and allow them to have freedom of expression without me having 
direct influence on their output. 
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4.9 GAINING CONSENT AND BIOGRAPHICAL INFORMATION OF THE 
PARTICIPANTS 
I applied for the ethics clearance letter from the University’s 
Ethics Committee. Upon receiving it, I presented the Research 
Approval Letter from the university to the Gauteng Department of 
Education, who then authorised the District Education Office to 
give me a consent letter to work in their school. The District 
Education Office wrote the authorisation letter, which I presented 
to the school principal, whom I had earlier made an appointment 
with. My visit to the school principal enabled me to introduce 
myself as an Education student from the University of 
Johannesburg, studying towards obtaining a PhD in Inclusive 
Education. I then explained that I was interested in the area of 
Inclusive Education as it applied to full-service schools and that 
my research was aimed at developing an inclusive teaching 
framework for learners with diverse needs. I then explained that 
the process would take about 3 to 6 months to complete because it 
would involve some of the teachers becoming co-researchers that 
would come up with teaching practices that are conducive for 
inclusive classrooms. 
The head principal allowed me to hand out informed consent forms 
to potential teacher participants. This was done using maximum 
variation sampling aimed at capturing participants that 
represented different grades from 3 – 7. As well as different 
subject areas that represent all the four learning areas; and at 
the same time, the teacher selected had to be teaching an inclusive 
class. Appendix 1 contains the biographical information of the 
teacher research participants. 
 
4.10 STEP BY STEP PLANNING FOR DATA COLLECTION USING 
THE PAR PROCESS 
The PAR process was planned to take between three months and six 
months. The data collection process was in four phases, each phase 
took between three and four weeks as outlined below: 
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4.10.1 PLANNING PHASE 
Planning is the initial phase of PAR, and it involves identifying 
the objectives of PAR. Before the beginning of the research, I 
convened two meetings with the participants: a pre-planning 
meeting; and a planning session that is outlined, step by step in 
the sections to follow.  
Ostmeyer (2012, p.934) points out that PAR can be developed using 
two methods. The first method involves the researcher introducing 
their predetermined question and working with the participants 
towards a solution while the second method involves bringing a 
problem to the team and modifying the problem to fit in with the 
needs of the community while maintaining the critical aspects of 
the problem. While the first method has a potential danger of the 
researcher having false consciousness (Ainscow et al., 2003) and 
constrained intuitions, I adopted the second method, which is more 
collaborative, and the participants took the problem at hand.  
A schedule of meeting dates and times was set. Each meeting lasted 
an hour on set dates and a predetermined procedure for obtaining 
parental consents and participant consents. At the initial 
meetings, the participants had to agree on when observations would 
take place, how frequent, as well as when the next group session 
would be held. The whole process took around 6 months that included 
winter holidays in between. The following are the set meeting 
dates that followed. 
WEEK 1: MEETING THE SCHOOL HEAD 
Although I had obtained permission from both the Gauteng 
Department of Education and Johannesburg East Education District 
offices, it was essential to meet the Principal of the school and 
get her permission and full endorsement as well. I, therefore, 
phoned her and organised for a meeting in which I introduced 
myself, my research topic and aims, as well as gave her a proposed 
outline of what to expect. 
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WEEK 2: BRIEFING THE PROSPECTIVE PARTICIPANTS  
The second meeting was a planning meeting, and it involved meeting 
with the participants to articulate more clearly what the research 
was about. It would involve brainstorming in order to explore the 
common problem with the guidance of the research questions. I was 
then to outline what we should be aiming to achieve as a collective 
(Anderson et al., 2015). PAR as the pedagogical vehicle of research 
was explained and a template given to participants to help them 
understand how PAR works. Notebooks for teachers to document their 
data as journal entries were also distributed.  
We then discussed data collection methods of observation, focus 
groups and oral interviews. Notes of the proceedings were recorded 
using a digital recorder with the participants’ permission so that 
the notes could be transcribed. The planning phase would help the 
researcher in answering the first research question on what 
teachers know about inclusive teaching practices. The group 
discussed their understanding of inclusive practices as well as 
explained how PAR works. Minutes of the meeting were read out at 
the end of the session to all members; describing issues discussed, 
decisions made, action steps to be taken, and individuals’ 
responsibilities in the team.  The two main groups were: 
(i) Focus Group Interviews with Teachers 
(ii) Focus Group Interviews with Learners 
 
WEEK 3: Pre-Planning Meeting.  
A week later, I came back to collect the responses of the consent 
forms. I then informally met the individual teachers that were 
keen to be participants, one-on-one, for them to build some rapport 
with me. I briefly re-iterated to them the purpose of the research 
as an information gathering process to understand more about how 
inclusive teaching was carried out at their schools so that we 
could come up with a teaching framework that can be used by them 
or other teachers of similar full-service schools.  
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I also used this opportunity to request for a venue and a date for 
the first meeting within the school. This was a venue that was 
comfortable, created privacy, and yet had an informal atmosphere 
for teachers to be comfortable to share their experiences.  
 
WEEK 4a April: First Focus Group Meeting with Teacher Participants 
Introduction:  It was important that I arrived at the venue early, 
in order to set up the venue, the sitting arrangement, and let the 
participants know that I had arrived. I had planned to meet and 
greet the participants as they arrived.  Once everyone had settled, 
I then started by introducing myself to the group once more, as a 
research student from UJ seeking to learn from them their 
understanding of Inclusive Education and what practical things 
they do in order to make their teaching practices more inclusive 
to learners who experienced barriers to learning. At this point, 
it was essential to clarify terminologies that they did not 
understand.  
I went through the ethics clearance code and confidentiality and 
reminded them that they could leave if at any time they did not 
wish to be a part of the process. 
The research was both for my benefit and their benefit. It would 
benefit me to fulfil my study requirements; and it would benefit 
them in learning from the process how to teach better in classes 
with diverse learner needs, as well as how to become action 
researchers. I informed them that the report would be made 
available to them upon the conclusion of the study. 
Introductory Questions 
As these were question to check their understanding of inclusive 
teaching practice, the questions included: 
• How long they had been involved with Inclusive Education; 
• What form of training they had acquired that was in line with 
Inclusive Education; 
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• What different barriers to learning the students in their 
classes experienced? 
 
Key Question:  
• What do you understand by Inclusive teaching practice? 
 
Follow up Question:  
• What are your current practices when teaching learners with 
barriers to learning? (In other words; how do you vary your 
teaching to include different learners?)  
• In closing: I clarified what had been discussed, thanked them 
for their time, and agreed on a date for the next meeting. 
• I then compiled a write up of the collected data and used it 
to draw up a list of the prevailing practices. 
 
Week 4b: First Focus Group Meeting with Learner Participants 
Later, in the same week (4th week of April), I held a meeting with 
a mixed group of learners, some with various barriers to learning 
and some without (as sampled). Group consent forms were signed by 
those who agreed to take part in the research. Before starting the 
discussions, I first introduced myself as a university student 
researching on Inclusive Education, a field of education that 
deals with how to support learners who have barriers to learning 
(struggle with coping in ordinary classrooms).  I emphasised the 
ethics code and reassured them that they were guaranteed privacy 
and anonymity and that they should only contribute by choice. I 
also reminded them that they should keep private everything said 
by others because it was meant for research and other learners 
without any form of jeopardy. This was done at a time suitable to 
the learners as proposed by their teachers. I sought to find out, 
according to them, answers to the following questions: 
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Questions 
• What challenges do you experience in the classroom? (things 
that you feel make you learn differently or struggle in class; 
• In what ways do you think the teachers do things that help 
you individually to understand the lesson;  
• What they feel should be addressed for them to do well. 
Information gathered in this session was recorded for analysis 
and comparison, to see if there was a difference in learner 
responses at the end of the PAR cycle.  
 
4.10.2 PHASE 2: OBSERVATION  
The observation phase looked at the current practice. It helped 
answer the second research sub-questions on which inclusive 
teaching practices are prevalent in full-service schools. Data 
instruments used included structured observation sheets with 
guidelines and field notes.  
It is recommended that observations be done in the natural 
environment of the teacher being observed. Observations have the 
advantage of leading to deeper understandings of the context than 
interviews alone because it provides a knowledge of the context 
in which events occur and would enable me to see information that 
participants themselves were either unaware of or unwilling to 
discuss (Patton, 1990). However, Ainscow et al. (2003) warn that 
observations may not be a very welcome idea in some of the 
traditional school organisations where teachers rarely have an 
opportunity to observe each other and are not open to the idea.  
After observations had been carried out, a meeting was held for 
the participants to talk about their experiences and their views. 
This helped the teacher to reflect on one another’s teaching style. 
Separate focus group interviews with the teachers were also to be 
held in this phase using interview transcripts in order to 
determine the challenges that they experienced in their learning 
and teaching respectively. These were helpful at informing whether 
the current practices accommodate learning needs, as well as 
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helped in formulating guidelines for helping teachers come up with 
teaching tools that cater to diverse learning needs. Focus groups 
interviews were defined by Gill et al., (2008) as discussion by a 
group of research participants, on a selected topic, for research 
purposes. The discussion is guided, monitored and recorded by one 
of the researchers for the purposes of producing data on collective 
views, and the interpretations attached to these views. They are 
also handy at understanding the participants’ perspectives, their 
contexts and underlying beliefs.  
The open-ended questions asked included;  
• What kind of barriers to learning do your learners 
experience; 
• What kind of activities do you do to include those learners 
that experience barriers to learning? Which ones are working, 
which ones have not worked?  
 
The researcher and research participants then collaborated to 
develop a tentative structure of what to implement during action 
time. Other observations made were in the school in general and 
in the classroom using the researcher’s field notes. 
WEEK 5-6: Classroom Observations (see appendix 2 and 3) 
Using the information gathered in phase 1, together with the 
teacher participants, we developed a schedule of when to observe 
each other, what to observe and how to observe. We were to record 
all practices observed in line with the first discussions and 
record other new practices arising. 
Teacher’s practices that support learners with barriers to 
learning were recorded on the teacher observation sheet in 
Appendix 1. 
WEEK 7: Group Interpretative Meeting 
Observations were followed by a group interpretative session to 
discuss if the observations noted concurred with the initial 
records. The question centred on: 
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• Are the teaching practices that promote inclusion as 
discussed prevalent in the classroom?  
• Which of the reported practices work better for learners with 
barriers to learning? 
 
4.10.3 PHASE 3:  ACTION  
This phase involved putting the newly identified solutions and 
desired outcomes into practice. The research participants 
implemented their newly acquired practices and documented their 
progress in their research journals, which were helpful to them 
when reflecting on their teaching as well as critiquing their 
methods.  
There were ongoing interviews with members of the research group 
in order to ascertain their progress and offer support and re-
enforcement on implementing PAR where needed. Interviews, 
according to Gill et al. (2008) are verbally administered 
questionnaires, whereby a list of already composed questions are 
asked, with a view of exploring people’s lived experiences, their 
belief system, their habits and motivations for specific 
behaviours. Good interviews are therefore expected to be open-
ended and should dwell on questions that are more likely to yield 
maximum revelation of the study phenomenon. Further, they should 
aim at addressing the aims and objectives of the study. 
WEEK 8-10: Implementing the changes in the classroom 
In this phase, teacher participants implemented the agreed upon 
teaching strategies in the group interpretative discussions. The 
length of this phase was agreed upon to be at least three weeks. 
By use of an agreed upon tool (journal entry, checklist), they 
recorded which strategies they implemented. 
4.10.4 PHASE 4: REFLECTION  
Reflections Involved holding group sessions to reflect on the 
process as well as to come up with group interpretation of the 
information gathered. Evaluating the outcome provided for a 
realisation of not only how well we were doing as a group, but it 
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also helped us to critique how we could get better in the process 
of addressing the problem under research. After a review of the 
whole observation and action phases, a better plan was to be put 
in place considering the findings, hence a whole new cycle. This 
process was to repeat itself until information reached saturation. 
The data collection process in this phase involved: 
i) Teacher journals entries 
ii) Individual Interviews and reflections 
iii) Focus Group Reflections 
iv) Learner Reflections 
 
 
WEEK 11: Teacher Participant Interview (see Appendix 4) 
Individual interview session were carried out by the principal 
researcher at the end of the first cycle to establish how the 
teacher participants were finding the whole process of PAR and 
where they needed assistance. Data on what teaching practices they 
found to be working in inclusive classrooms were recorded on the 
following sheet: 
 
DIARISING BY TEACHERS THEIR INCLUSIVE TEACHING PRACTICES IN 
JOURNAL ENTRIES 
 
• Is my classroom environment welcoming to all learners? What 
makes me think so? 
 
• What kind of support do I offer to the learners with barriers 
to learning? (Write the name of the barrier to learning and 
the type of support you offered). 
 
• While presenting the lesson, how do I demonstrate inclusive 
teaching practices that include all learners?  
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• How do my learners demonstrate that they have understood the 
lesson? (Please include any form of assessment you use and 
how it enhances learning for all). 
 
• Are there any other reflections that you made? Things that 
you would like to change, things that you would like to keep 
the same.  
 
ONE-ON-ONE REFLECTIONS 
Each participant had a one-on-one session with the principal 
researcher. Questions around what was not working were discussed. 
They discussed how the PAR process was going for them, what they 
liked about PAR, and what would they like to see changed? They 
relooked and stated which teaching practices for inclusive 
classrooms had worked for them and which ones needed to be changed? 
WEEK 12: Learner participant focus group interview and Learner 
reflections 
The following week, I held a meeting with learners to determine 
whether (from their perspective) the PAR cycle had an influence 
on the way they were currently being taught and whether they felt 
that their needs were met in the inclusive classroom. 
I then refreshed their memories with the summary of our initial 
meeting, so that they could reflect and give feedback through 
answering the questions: 
• Which of your initial challenges do you feel have been 
adequately addressed by your teachers? (Things that made you 
feel different or struggle but have been addressed)  
• In what ways do you think the teachers did things differently 
in the classroom that helped you understand the lesson 
better? 
• Are there other ways that you feel the teachers could help 
you in the classroom? 
104 
 
• Information gathered in this session will be recorded for 
analysis, in order to help determine if the PAR cycle is 
complete or needs to be repeated.  
WEEK 14: Group Interpretative Interview 
The teacher participant group came together at the end of the 
first cycle to reflect on the completion of the first PAR cycle. 
Concerns about the cycle and clarifications were discussed. The 
group then discussed whether there was a need to repeat the cycle, 
or if they were satisfied with where they were. Since they were 
satisfied, the group then collected, analysed and agreed on which 
teaching practices worked for their inclusive classrooms. This was 
done through grouping and coding themes together. The information 
was then used to draw up a framework to be used by other teachers 
of the inclusive classroom.  
 
4.11 DATA ANALYSIS 
 
4.11.1 Introduction 
Data analysis was done with the aim of deriving meaning out of the 
collected data. The researcher identified codes that were used to 
draw meaning through inductive content analysis. Gibbs (2007) 
describes induction as the generation and justification of a 
general explanation that is based on the accumulation of similar 
circumstances. In this case, the identified codes were further 
categorised into themes, which the researcher was then able to 
match with the research questions, hence draw meaning and making 
sense of the findings. 
4.11.2 Data Management and Analysis of Group Data 
All the notes where scribed, with an audio tape backup. At the end 
of every session, the minutes were read for verification and agreed 
upon by all participants. The researcher then went through the 
notes to identify themes and gave them codes. Notes of the planning 
sessions and focus group sessions were first analysed using 
preliminary data analysis methods. The notes taken were 
highlighted to find emerging issues and provide a critical 
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direction for further data collection and follow up. In this case, 
it helped draw up or improve the next questions and cover any 
gaps, while keeping in mind the research questions and linking 
them to the rights and needs of all learners. This was therefore 
done with CT in mind. It was followed by coding, which involved 
seeking patterns of responses and looking for casual pathways and 
connections through group interpretative analysis framework. The 
coded information was then categorised into themes.  
4.11.3 Data Management and Analysis of Observations  
Data obtained from observations and interviews sessions were 
analysed using content analysis techniques. This involved 
clustering them into categorised themes, followed by 
identification of the themes with labels that linked them to 
thematic clusters before producing a summary of clusters, 
preferably in a table form (Cohen et al., 2007).   
4.11.4 Data Management and Analysis for Individual Interviews. 
The diarised self-reflection notes were transposed into desired 
action words by asking ‘what if’ followed by coding the responses 
and then content analysis.  
4.11.5 Triangulation 
This was accomplished using multiple ways of data capture as seen 
above. The correlation of data from the different data capture 
methods supported the validity and dependability of the findings. 
4.11.6 Analytical Induction 
Although the key researcher did most of the data capturing and 
organisation, the focus group meetings played a massive role in 
taking the data collection to the next level. The pivotal role was 
with the focus group meeting discussing and agreeing upon the next 
actions as we moved towards developing the teaching framework for 
inclusive classes.  
 
4.12 TRUSTWORTHINESS  
Lincoln and Guba (1985, 1994) base trustworthiness on the 
following four principles that I emulated in this research: 
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CREDIBILITY: The research procedures were transparent. The 
participants were briefed appropriately and only those willing to 
participate attended. All the information supplied from each 
meeting was recorded and reread to the participants so that they 
could verify what was documented. A copy of these findings has 
been made available to the school concerned.  
TRANSFERABILITY: The findings were compared to the findings in the 
literature review section of the research and were found to be 
credible and can be transferable and generalised to similar school 
settings.  
DEPENDABILITY: The results obtained from the data were dependable. 
The triangulation method was used whereby the researcher obtained 
data from observation of teachers in action as well as their 
understanding of the situation from the focus group discussion, 
reflections of the teachers on their teaching of inclusive classes 
and the interview sessions enabled the voices of learners with 
barriers to learning to be heard. There were many correlations to 
confirm that the data were dependable. 
CONFIRMABILITY: The observations and recordings made by the 
participants who had become fellow researchers in the PAR method 
confirm that the research findings were not biased by the 
researcher’s bias, motivation, or interest. The researcher was 
open-minded and did not have to prove anyone right or wrong. The 
participants were trained on how to give accurate information. 
 
4.13 ETHICAL CONSIDERATIONS 
Protocol procedures were followed and submitted before commencing 
with the research (Yin, 2010). 
Permission to conduct the research was granted by the University 
Ethics Clearance Committee. The letter was submitted to GDE, JED, 
and the school principal. Each person participating willingly 
signed a voluntary consent form agreeing to participate and being 
observed in his or her practice as opposed to invading their 
privacy.  
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The name of the participating school, together with the 
participants’ names have been kept confidential and anonymous. A 
sampling of participants was done equitably to avoid bias. The 
researcher was transparent from the onset and did not withhold 
information on the nature of the research (Cohen et al., 2007).  
The participants chose a time that suited them. They were treated 
fairly and have been availed a copy of the findings and agreed to 
the publishing of these findings if they are kept anonymous. 
 
4.14 CONCLUSION 
This Chapter therefore discussed the qualitative research approach 
that was applied, and its relevance. It looked at Critical Theory 
Paradigm and its role in inclusive education. It then outlined the 
choice of Participatory Action Research as the research design and 
data collection tool.  
 
Details of population and sampling techniques were also discussed. 
My role as the key researcher and how I collected data were 
explained. Data analysis was introduced in this chapter in detail, 
and later implemented in the chapter that follows.  
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CHAPTER 5:  RESULTS OF PARTICIPATORY ACTION 
RESEARCH 
“Wisdom begins in admitting your own ignorance. Self-knowledge is the 
ultimate virtue. People can arrive at truth through questioning.” (Socrates) 
5.1 INTRODUCTION 
Socrates, the great Greek philosopher, taught us to seek knowledge 
by first admitting what we do not know. As a researcher, admitting 
that one does not know an answer is a right place to begin. 
Questioning was a vital tool for data collection in this research. 
It is by questioning that many teachers encourage their learners 
to seek knowledge, and the learners’ questions help teachers to 
know how much learning is happening. 
 
In this chapter, the process of Participatory Action Research 
design that I followed while collecting data is detailed. The 
objective of gathering data was to find answers to the goal of the 
study that sought to develop (or maintain) an inclusive teaching 
framework for teaching diverse learners in full-service schools. 
I will therefore document a detailed record of the data that I 
collected from the participants documented in Appendix 1. The data 
collected was done in stages under the four phases of PAR. The 
different stages of PAR sought to answer different research 
questions, hence acting as a guide to the laying out of the 
research process. It also includes some of the extracts of direct 
verbatim quotes that were given by the research participants. 
These quotes are presented in italics as there was nothing that 
was changed. The process of collecting data took place between 
March and August of the year 2016. Given that the research 
participants were mostly members of the teaching staff and a few 
of their learners, I had to obtain consent from the relevant 
educational authorities. I will, therefore, start by explaining 
the process of gaining consent for the research.  
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5.2 GAINING CONSENT 
The whole process of gaining consent took me six months from my 
handing in of the application to the obtaining of all the required 
permission before conducting research. The process started with 
me being granted the ethics clearance letter from the University 
of Johannesburg’s research ethics committee. This letter was vital 
at every stage of data collection as it qualified that I had been 
authorised to research by the university. In addition, it 
permitted me to approach the relevant government authorities with 
confidence.  
With the research ethics clearance letter, I then approached the 
various government authorities in their order of hierarchy. The 
first to be approached was the Gauteng Department of Education, 
which granted me a Research Approval Letter. With this letter, I 
was able to approach the Johannesburg East District office 
requesting the office to allow me permission to research their 
schools. The Johannesburg East District wrote a letter to the 
principal of the school that I was to conduct research requesting 
her to allow me permission to research her school. 
 
With all the approvals granted, I was now able to organise to meet 
the principal of the school in order to get her permission to 
research her school. After entering the school, I followed several 
other steps in the planning phase before commencing the actual 
research.  These processes are outlined in the initial sections 
of the planning phase that follows. 
 
5.3 PLANNING PHASE 
The planning phase started with the introductory sessions, both 
to the school principal (in order to introduce myself and get her 
permission) followed by my introduction to the research 
participants. It was then followed by the initial focus group 
meetings that sought to gather some background information of the 
research participants and the research site. 
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The key objective of the planning phase, other than the reasons 
mentioned above, was to solve the first research objective on 
exploring teachers’ knowledge of inclusive teaching practice. 
 
5.3.1 INTRODUCTORY MEETING TO THE SCHOOL HEAD 
This was carried out in the first week of data collection. I 
introduced myself to the Principal of the school on 14th April 
2016. I had phoned the previous week to book an appointment and 
emailed her an introductory letter together with two letters from 
the Gauteng Department of Education and Johannesburg East District 
that had permitted me to visit the school for research purposes. 
I arrived at 10 am on the agreed day and introduced myself as a 
UJ research student in Inclusive Education, and that I had been 
granted permission to research her school. I then explained to her 
the reason why I had selected her school was that I was interested 
in learning about Inclusive Education as it is applied in full-
service schools. Since her school was a full-service school that 
had been in operation for over five years, it met my research 
requirements. I handed her the hard copies of letters permitting 
me to conduct research. She welcomed me, and because of her busy 
schedule of running the school, she referred me to the Learning 
Support Teacher (LST) in charge of the senior grades 4-7 to talk 
show me around and introduce me to the other teachers. 
Table 4: Numerical Facts about the school 
Founded 1945 
Became Full-Service 2010 
Number of Teachers including 
heads/deputies 
35 
Total Number of Learners 1500 
Classes per grade 3 
Class sizes 55 - 65 
Number of Learning Support 
Teachers 
5 
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The learning support teacher showed me around the school and 
introduced me to the other learner support teachers and a few of 
the other teachers. I introduced myself to her as and asked her 
to tell me more about their school. I learnt that of the 
information recorded in table 4. 
In 2011, all teachers that were in the employment of the school 
were sent to the University of Johannesburg to attend a course on 
how to teach at a full-service school. However, some of them had 
since left the school, and new teachers without training had 
joined. The school mostly had female teachers, with a staff of 35 
teachers, wherein only seven were male.  The school had three 
learning support educators in the senior phase, although one of 
them had resigned at the beginning of the year and there were only 
two left. There were also two learning support teachers in the 
junior phase. Learning Support educators were viewed as the main 
drivers behind full-service schooling. Apart from teaching 
remedial classes in Maths and English, they held meetings with the 
parents of the children with barriers to learning early in the 
mornings before school started, because of their heavy timetables 
during the day. 
Children with barriers to learning from each of the classes 
received remedial lessons with one of the Learning Support 
educators twice a week in Maths and English because it was believed 
that Maths and English were the basis on which the other subjects 
were built (as was explained to me). For the rest of the subjects, 
children with barriers to learning were left in their regular 
classes to learn with their regular subject teachers.  
Parent information meetings for the whole school were held on a 
Saturday morning, and the learning support teachers were available 
after general meetings for any of the parents who wished to consult 
with them. Teachers were expected to send learners who struggle 
to the LSE. Unfortunately, some of the teachers were neither 
resourceful nor knowledgeable enough to know when to refer. Hence 
some children had failed the grade and been asked to repeat a 
grade up to three times because of lack of support or referral. 
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I found the culture of the school not very open to research, and 
I, therefore, appreciated any input from any of the teachers who 
were willing to participate in the research process. It was, 
therefore, going to be challenging to get the correct sample of 
teachers. However, I was advised by the deputy principal to open 
it to all the grade teachers, such that if any of the junior 
teachers did not want to be left out, I would welcome them as well 
because some of them were keen to learn and did not want to be 
left out. 
5.3.2 INTRODUCTORY MEETING WITH THE STAFF  
This was done in the second week of data collection. One of the 
learning Support educators, with permission from one of the 
deputies, had earlier suggested to me on my first visit that I 
should come back during teacher assembly that is run every Friday 
morning. This was so that I introduce myself and hand out the 
consent forms to the teachers who were willing to take part in the 
research. I agreed to it, and she added my name to their meeting 
agenda. 
I, therefore, attended the staff meeting on Friday 15th April at 
7:30am. I was allowed 5 minutes to introduce myself and my agenda 
at the start of the meeting. This was done so that I could soon 
leave them to continue with their agenda of the day that did not 
involve me. I took the opportunity to introduce myself as a 
research student from the University of Johannesburg, who was 
passionate about Inclusive Education and that I had been granted 
permission by both the University and Department of Education to 
contact research in their school. I told them that their school 
had been selected because it was a full-service school that had 
been running as full-service for more than five years. In addition, 
that my research was about Inclusive Education. I explained to 
them that although it was optional and no one would be penalised 
for not taking part, it would, however, be of great benefit for 
them to give it a try because it was going to address issues around 
teaching children who experience barriers to learning in inclusive 
classrooms. I informed them that we would work as a team by first 
examining how they were currently teaching inclusive classes and 
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looking for ways that they could improve or maintain their current 
practice if it were working well. I explained to them that it was 
an Action Research, meaning that it would be ongoing for about 
three months and that we would aim at looking at what they were 
doing, trying out new ways, and meeting as focus groups to share 
what they were doing freely.  
I then handed the consent forms to Grades 5, 6 and 7 teachers and 
asked them to fill in after reading and hand the responses to one 
of the senior learning support educators, whom I was by now closely 
working with since I had developed a relationship with her. Some 
of the junior grade teachers of Grades 3 and 4 also took the forms 
because, although I had asked only the senior phase teachers to 
participate, these teachers were keen to join in after hearing 
about the research. This was so as I had been informed, and they 
did not wish to be left out but were curious to join in. 
I also established by consensus when it would be possible to meet 
with the teachers that wished to participate. It was suggested to 
me that Wednesdays were a slightly shorter academic day that ended 
at one O’clock because of sports. Another reason for preferring 
Wednesdays was that only a few teachers were involved with sports 
and some teachers relied on lift clubs to get home. Therefore, any 
other day would have posed transport challenges.  
I also handed the senior Learning Support Educator the parent 
consent forms for her to distribute to her learners, who would 
pass them to their parents and request them to bring back the 
signed copies on the following Monday. 
5.3.4 INTRODUCING THE FOCUS GROUP  
As earlier stated, Wednesday was the preferred day as it was a 
sports day and normally school ended at 13:00 hours so that most 
of the learners spent the afternoon participating in their chosen 
sports. Most of the teachers who did not take part in the sports 
were free on this afternoon. I, therefore, met a team of ten 
teachers at 13:15 hours, soon after school ended in the staff room 
on the first Wednesday of the meeting. The staff room was the only 
spacious enough venue that we could meet at because there were no 
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familiar venues in the school except for classrooms, which were 
cramped with furniture for over 60 learners. The staffroom was 
also quiet after school because most teachers used public 
transport and preferred to leave as soon as school was over. 
Therefore, we had minimal disturbance with the door closed for 
privacy. I had brought some cold drink and light eats given that 
I was not sure if all the teachers have access to lunch. They all 
appreciate the refreshments, a practice that l continued for 
future meetings. 
I started the meeting by introducing myself, as a student 
researcher from the University of Johannesburg, and expressed to 
them my interests in learning about Inclusive Education and how 
it is practised in full-service schools. I reminded them that I 
had been granted permission to research by the Department of 
Education as well as the Johannesburg East District Office 
Director. I informed them that I had some experience teaching at 
an inclusive school and could, therefore, relate to some of their 
experiences, although the contexts were different. I then went 
through the ethics code by informing them that it was a voluntary 
participation and that they were free to withdraw at any time they 
wanted. I also informed them that all information obtained would 
be confidential and anonymous and all evidence would be destroyed 
soon after the conclusion of the research, which they would have 
access to. 
Although I asked a volunteer to write the minutes, none of them 
volunteered, so I took down the minutes and chaired the agenda. I 
also got permission from them to record the session.  
About the Participants (Details of teacher participants is 
documented in Appendix 1) 
In order to get to know the participants well, I gave them a short 
questionnaire to fill out their biographical information. It 
included: their names; their teaching roles; grades and the 
subjects that they were teaching; their age group; and years of 
experience at a full-service school; their highest level of 
qualification; if they had any forms of specialised training in 
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inclusive/special education; and the type of barriers experienced 
by the learners in their classrooms.  
 
Biographical Information of the Participants (Appendix 1) 
Appendix 1 shows the biographical information of the teacher 
participants. The table in Appendix 1 was formulated as a result 
of the responses to the biographical questionnaires that were 
filled in by the teacher participants. There were ten educator 
participants aged between 25 and 60, with most of them over 45 
years. All of them taught Grades 4 to 7. Regarding what subjects 
they taught, all the subject areas were covered, with at least two 
teachers in each learning area. This would later make it easier 
to pair up when they did their observations of each other in 
action. They had all been teaching in the full-service school for 
at least two years, and all were professionally trained educators 
with seven of them having at least a bachelor’s degree and teaching 
qualification, except for three of the participants who had a 
teaching diploma. All except one had received some form of training 
in inclusive training or special education. The types of training 
ranged from specialised training in a special education field such 
as autistic spectrum disorder, learning support and Inclusive 
Education, while some had only attended short workshop sessions. 
Two of the participants had arrived at the school after the 
training workshops on inclusive teaching had taken place before 
the onset of the school becoming full-service and had therefore 
not participated in the training for teaching in full-service 
schools.  
The participants recorded that they had learners who experienced 
barriers to learning in many different facets. These included 
subject-specific barriers that were evidenced in reading and 
counting; skills-based barriers such as writing; fine motor 
difficulties including low muscle tone; behaviour related 
difficulties, attentional disorders, physical disabilities 
including sight problems and hearing difficulties, autism, and 
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social inclusion challenges that were based on economic hardship, 
HIV and Aids. 
5.3.5 FIRST FOCUS GROUP MEETING 
I started by introducing myself to the teacher participants and 
explaining in detail what the research was all about. This happened 
in the third week of my visit to the school. I explained what my 
role as a researcher was, and what the role of the research 
participants was. The objective of the first focus group meeting 
was twofold;  
i) To get data to the first research question on: what do 
teachers of full-service schools knew about Inclusive 
teaching practices? 
ii) To find out the inclusive teaching practices, if any, 
that were prevalent. 
The focus group discussion then started with the question:  
What Do You Know About Inclusive Education? 
This question aimed to gain an understanding of what they knew 
about Inclusive Education, and in so doing, answer the first 
research sub-question on teachers’ understanding of Inclusive 
teaching practices. Directive verbatim quotes are taken from the 
research data. The first response that I got from their LSE was:  
“It means assisting learners with different types of barriers 
to learning,”  
This was the first response that I obtained and most of the people 
in the room seemed to agree with the response from their facial 
expressions. Thus, I asked for clarification of what they meant 
by barriers to learning. The responses were that barriers could 
be sight problems and they did not have braille. It could be 
problems with movement because of physical disability. Other 
barriers that were mentioned included barriers to the language of 
instruction, mainly affecting non-isiZulu speaking children 
because the school is an isiZulu and Sesotho medium school for 
Grades 1-3 and English from Grade 4-7. However, there were Venda 
learners who could not read or write in isiZulu. This denied them 
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the opportunity to perform, yet there were no Venda or Shangani 
alternative schools that they could attend. Hence they chose to 
enrol at this school because they felt that isiZulu was closer to 
their language. 
Another definition of Inclusive teaching practice given was;  
“Inclusive teaching means including every child”. 
“This means that we then have to teach them according to 
 their abilities.”  
I followed the question with a clarification on what was meant by 
teaching them according to their ability, and how they knew their 
ability. Moreover, they responded that they did so through 
screening them to identity their abilities. Sometimes it was not 
possible, because their ability could be more, or it could be less 
than they could assist. It also meant including learners with 
different abilities and different beliefs. For example, assembly 
was not compulsory because of religion. The school practised 
Christianity, and some children did not come to assembly if they 
were not Christian. When asked if this disadvantaged the children 
who chose not to come to assembly and how else they included all 
learners; they agreed that yes it did disadvantage them. This was 
because at times they missed out on announcements at the assembly.  
Other ways of including learners included sports so that some of 
the learners who were not very good in the classroom felt they 
could excel at sports. Therefore, they felt included. Inclusion 
also means accommodating all kinds of learners; highly gifted, 
below average and ordinary learners. 
To conclude the first question, I read through their responses to 
see if they had any more to add and they felt that I had covered 
their understanding of Inclusive Education. So, we moved to the 
next question. 
What are your current practices when teaching learners with 
barriers to learning?  
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The reason for asking this question was to find out how the 
teachers varied their teaching to include learners with and 
without barriers to learning, including the gifted ones. The 
responses included giving the gifted children extra work that was 
more challenging. This was viewed as an easy option. It was also 
noted that gifted children were at times extended through the one-
on-one session. As one participant noted: 
“However, there are problems when it comes to supporting the 
learners with barriers to learning. There is a gap, and we 
no longer get the professional support that we used to get. 
We do not get support on how to identify them. We as teachers 
have become the teacher, support, social worker, and 
government support is not readily available. The teacher 
assistants that used to come in to help us no longer come.” 
Other support structures and strategies applied by the teachers 
included: 
Helping them one-on-one, especially if they were on a special 
programme.  
This seemed to be the most common strategy applied by almost all 
the teachers. The backside of this strategy was noted to be time-
consuming and exhausting on the side of the teacher trying to 
assist all the learners with barriers one by one while leaving the 
rest of the class to work on their own. Another way of carrying 
on the one-on-one support was done after teaching was completed. 
This is where the teacher called those who were struggling to the 
front and helped them while the rest of the class continued with 
their work. 
The use of group work was also noted as a common practice. There 
was a caution also that one had to be careful, as one teacher put 
it; 
“Because the children can label some groups as the stupid 
ones if I group weak ones in order to give them a task at 
their level, so I try to vary the groups, I mix the leaners 
up after sometimes.” 
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Differentiating work was a strategy used by a few of the teachers. 
For example; 
“I give group work based on ability, but it was reported that 
it is difficult to rotate around the classroom checking on 
the learners because of overcrowding in the classroom, with 
classrooms meant for 30 learners having more than 65 desks.”  
Overcrowding and large classes were a major frustration with 
classes of over 50 learners and no teacher assistants. However, 
one teacher’s understanding of differentiation was to teach 
depending on the learners in the class by first teaching the whole 
group. If they were good as a group, then they were extended by 
the teacher going more in-depth, and if they were mostly weak, 
teaching them at a slower pace. However, perhaps one of the best 
practices of differentiated teaching was given by the teacher who 
said; 
“For me the same things I do for learners who struggle, I do 
for the whole class. I plan for everyone and make sure that 
all learners benefit. I realise that what can help those who 
struggle can help the others as well.” 
Assessing the learners to find out what needs they have was viewed 
as a good starting point at the beginning of the year as one 
teacher put it.  
“At the beginning of the year, I do baseline assessments in 
English and Maths to see what level they are. It is easy to 
identify the learners for example, if they are omitting 
words, or mixing letters. Then I refer the ones that need 
help to the School Bases Support Team (SBST). The learners 
are then screened further, and those who can’t be helped by 
SBST are referred for department intervention, and that is 
when it becomes difficult to get support on time.”   
However, although the government has recommended that special 
schools become a resource to full-service schools, there is only 
one special school that serves as a resource around the area, and 
it was not easy to get help. Their response was prolonged and by 
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the time they responded, one would have wasted time and even 
forgotten what help was needed. 
The use of varying teaching methodologies and approaches was also 
cited. An example cited was; 
“If the learner does not understand a topic, I will use a 
different strategy, like I can call another learner who 
understands to the front of the class to explain.”  
Hence the use of peer-teaching. Another example given was finding 
a different environment to teach from, as a change to the classroom 
routine. This makes the learners excited, for example, teaching 
them from outside in the shade gets them curious to know why. 
The collaboration was cited as an option by one of the teachers:  
“I also tried something similar, and it worked. I teach grade 
6 but had learners who struggle, and I sent them to a grade 
4 teacher to help them with sounds, and it worked. I invited 
a teacher who is good with creative writing to teach my 
learners and their essays really improved. Observing other 
teachers or asking for help motivates and gives a good 
example.” 
Seeking information from the parents in order to understand the 
learners and how to assist them was another way of supporting 
them.  
I call in parents to find out what the problem is. Sometimes 
I get good insights, but sometimes, it ends in a blame game, 
and then I must be the counsellor if they do not want to take 
responsibility. The history of some learners is inaccessible, 
and parents are defensive. Unfortunately, we can’t even reach 
them on the phone because they change phone numbers 
frequently and therefore school records are not reliable when 
they change their phones.  
However, not all teachers were implementing strategies to help the 
learners with barriers to learning. Some teachers were forthright 
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enough to say that they did nothing different but that they merely 
taught the way that they would have taught in any other school. 
I then read through the notes that I had recorded. It was clear 
that teachers had more questions that they needed answers to; 
overcrowding, communication with parents; support; not sure of how 
they should be teaching differently to support learners with 
barriers. We spoke around how by working together we would be able 
to understand better our situation and what we can do about it. 
As well as where we could get support, and how to work with what 
we cannot change as some of the issues that would be addressed are 
still ongoing as we seek; and to understand how best to teach in 
inclusive classes. 
We then talked about some of the good practices that were being 
practised by some of the teachers and agreed that we take note of 
which of the good practices we were already doing in our classes 
with or without knowing that they were inclusive practices. Like; 
Supporting one-on-one; group work; seeking help form another 
teacher; asking learners who had understood a concept to explain 
to the class; contacting parents to understand the story of the 
child. As well as changing the environment, trying different 
approaches to teaching; giving differentiated work, extending 
gifted learners; and doing baseline assessment. They recorded 
their practices in the journals that I handed them. I did not want 
to rush into the next stage of Action Research, but I wanted the 
teachers to first synthesise on inclusive teaching fully. 
The following meeting agreed on was 4th May but later postponed to 
11th May due to a school funeral. The following meeting was to talk 
about Action Research cycles, and what to observe in the 
observation phase. The things to observe were to be recorded in 
the teacher journals. 
5.3.6 SECOND FOCUS GROUP MEETING  
Our second focus group meeting was in the 4th week, on Wednesday 
11th May at 1:30 after school. The aim of the second focus group 
meeting was threefold: 
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• To establish if the teacher participants had fully grasped 
what the research was about, hence I went through the 
points from the previous minutes. 
• To start gathering information on the second research 
question on what inclusive teaching practices were 
prevalent in practice according to the data that they had 
diarised in their journals during the week. 
• To explain the stages of PAR that we would be following 
and have the participants understand their role as co-
researchers. 
 
The focus group meeting started with me reminding the group about 
the ethics code around confidentiality and informed them that it 
was a voluntary participation and that they were free to withdraw 
at any time they wished. I also informed them that all information 
obtained would be confidential and anonymous and all evidence 
would be destroyed soon after the conclusion of the research, 
which they would get a copy of. 
I then briefly went through the agenda for the day, which included: 
Brief overview of the previous meeting and a chance to add more 
info on some of the prevalent teaching practices that they had 
recorded in their journals that promoted inclusive teaching. We 
then went through the stages of PAR; What we would be doing the 
following week regarding observation as the next stage of PAR; And 
pairing up for the following week’s activates. First, on the 
agenda, I read through the minutes that I had recorded from the 
previous meeting, and then I asked the participants the first 
question. 
Please share some of the practices that you found yourself 
including in your teaching? 
Following the previous focus group meeting, there was an agreement 
that they document some of their practices without realising that 
they were inclusive in their diaries. The responses were more 
elaborate because they were specific on what they had done during 
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the week as opposed to general practices. In addition, they had 
time to prepare their responses. 
An English teacher of Grade 5 reported that: 
“I observed based on what we spoke about. During the shared 
reading lesson, I realised that in my teaching, I had not 
been challenging my learners to express themselves. Most of 
them were only comfortable with yes/no answers or one word 
answers but were not exposed to explaining their answers. 
This week, I asked them questions that required them to think 
and explain, and they found it hard to answer, most of them 
preferring to keep quiet, so it is something that I would 
like to try and build on them. As long as they can speak in 
sentences. They struggle to express themselves… This week, I 
interacted, we read a paragraph, then we stop, and we talk 
about it... I would now like to try it with listening; I want 
them to listen and give me the sequence of events to improve 
their listening.” 
A Social Science teacher responded that she had decided to address 
the vocabulary related to a topic before reading or teaching a 
case study. She asked the learners to scan through the reading 
material and tell her which words they did not know. She would 
then explain the meaning of those words and practice making 
sentences with the newly learnt vocabulary to ensure that the 
learners understood the meaning and use of the words before 
tackling the topic at hand. Although it took more time and 
planning, it was more beneficial as it worked a lot better than 
before. 
A Social Sciences teacher cited the introduction of different 
resource materials to supplement teaching. The example given was; 
“The topic I am doing with grade 7s, Volcanoes, I introduced 
different readily available resources to supplement my 
teaching. I asked leaners to watch the news or look through 
newspapers and then we talked about it. I also asked them to 
use their parents’ phones to search information on how 
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volcanoes are formed, but the use of phones did not work very 
well because very few of them did the homework. I then gave 
them an activity related to what we had learnt to reinforce. 
The problem with the learners is mostly reading, and some did 
not do. So, I gave them an open book activity for them to 
refer to. I think the learners are not giving themselves 
enough time to look at the posters that I have put on the 
wall.”  
Unfortunately, the school does not have a DVD player for learners 
to watch a documentary on volcanoes and hence the use of posters. 
 
Role Playing was said to be an activity that most learners enjoyed. 
It was held to be shared with home language teachers including 
isiZulu Grade 7 class. The advantage of using role-playing was 
that it did not necessarily require technology even though it 
could be enhanced by it. 
Group work was widely used by some teachers in different ways. One 
teacher preferred having the groups compete against each other so 
that they were more involved especially if a reward was attached. 
Some preferred to assign each group member a specific role to 
avoid laziness among some group members, while others asked group 
members to grade each other’s contributions. Group work required 
innovation from the side of the teacher in order to keep them 
interested because it is difficult to motivate them to stay 
focused.  However, in home language groupings, there was a 
challenge as some of the learners did not speak Zulu as a home 
language, and therefore they did not understand much and 
contributed less. 
Making use of visual information and visual stimuli was a strategy 
that several the teachers also agreed to be using. A Maths teacher 
said that he gave learners visuals in the form of pictures or 
diagrams to help them get the idea. He then gave them a visual 
structure to follow when answering questions and this worked well 
for all learners but especially the ones who needed support. A 
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picture can also trigger other information that they can share 
with the rest of the class, which excites them. A General Subject 
teacher mentioned that she showed pictures first to stimulate 
them, then read to them the questions that they should look for 
in a passage so that they could think ahead before reading the 
passage. She then moved to the back of the class and read the 
passage while the learners search for the relevant information 
from the passage. They might struggle with questions, but when 
they see pictures, they can interpret better. It was noted that 
some of them, however, look for the wrong things in a picture, so 
need to be taught how to read pictures as well because some assume 
that they are looking for hidden meaning. 
I then thanked them for sharing and re-explained to them that the 
research that we were conducting was Action Research and that is 
why it would take about three months to complete. I explained to 
them that by them being participants, they were researchers as 
well, to which they smiled and giggled. I explained to them that 
PAR was in four phases,  
I. First phase involves planning and identifying the problem, 
which we were all aware by now, that we were either not all 
not practising inclusive teaching practices, or those who did 
were not exploring effective strategies but were repeating 
what they were comfortable doing, like helping one-on-one the 
learners needing support at the end of the lesson.   
II. The second phase involves observation, which is the phase we 
were now starting. During Observation, we observed each other 
using some observation sheets and recorded our observations. 
I will explain shortly in detail how it was done. 
III. The third phase involves action, where we put the newly 
identified solutions into practice, and I will explain that 
further when we reach that stage. 
IV. The fourth phase involves reflection when we looked back and 
reflected on the whole process and saw if we were happy that 
we have reached the desired outcome or if we needed to redo 
the whole process all over again. 
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I then informed them that the next stage of PAR was Observation, 
and the question to answer was, “is what we say we are doing 
actually what are doing?” So, for the following two weeks, we 
would organise a time when the participants had some free time, 
with agreement with the person another teacher would observe. The 
agreement was on a time that they would go and observe them 
teaching. We agreed that the person observing was to sit silently 
at the back of the class and observe without interference, for 30 
minutes and document in the observation sheet any of the inclusive 
teaching practices that they observed. We also agreed that they 
were free to share with the partner what they had documented. I 
also expressed interest in observing and three teachers 
volunteered that I could observe them. I then asked them to pair 
up with whomever they were comfortable to observe. In most cases, 
teachers who taught the same subjects, regardless of whether it 
was the same grade or different grades, paired up. We agreed to 
meet in two weeks’ time at the same place and at the same time in 
order to share our observations. 
5.3.7 FOCUS GROUP MEETING WITH LEARNERS  
For positive change to happen, it was important for the teachers 
to know the specific problems and challenges that the learners 
faced. It was vital to know from the learners if indeed they 
struggled in the classroom, or if their needs were being met and 
hence no need for the research. The aim of meeting with the 
learners was, therefore, to gather what specific issues the 
learners with barriers to learning were facing and to establish 
if the issues were addressed or not. 
I had a group of 14 learners (nine boys and five girls) assembled 
by one of the learning support educators in her classroom. These 
learners’ parents had already responded to the consent form since 
they were underage; between ages 12 and 15. One of the learning 
support educators was present at the meeting to interpret the 
questions in isiZulu for the learners who struggled with English. 
I introduced myself as a university student from the University 
of Johannesburg studying Inclusive Education, and that I was 
interested in their learning, and knowing more about full-service 
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schools. In addition, that I wanted to know more about them and 
their schooling. I also informed them that everything that we 
spoke about was confidential and that they should not share with 
anybody or talk about what we were going to talk about after the 
meeting. I also informed them that they should be free to speak 
because there were no wrong or right answers and that they should 
respect each other without laughing at what the other would say. 
I then informed them that sharing information was voluntary and 
if they did not want to share something, it was okay. 
The learners were all in their uniform, some of them looking shy. 
There were two who wore glasses, and not very much notable 
difference regarding their outward appearance from the rest of the 
school. The learners were not very generous with volunteering 
answers at first, but once one spoke, then the others started to 
relax. Their responses were documented and summarised as below.  
What is a Full-Service school?  
Their responses mostly indicated that it is a school where everyone 
is accepted regardless of his or her barriers to learning. 
“It is a school where they accept all the children no matter 
how good or bad you are”;  
They agreed that it was a school where they helped learners that 
were struggling with reading, writing and many other barriers.  
What learning challenges do you experience in the classroom?  
With the help of translation from the LSE, the question was 
explained to them as wanting to know what things made them feel 
that they learnt differently from others, including what specific 
barriers they struggled with in class. At first, the responses 
tended to be repetitive and shallow to suggest that they were 
either copying from each other’s responses, or that they did not 
understand what specifics they struggled `with. Their responses 
were repeated in echoes and mostly addressed subject areas that 
they struggled with, for example; 
“I struggle with Maths.” 
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These included struggling to cope in the subject areas of 
Mathematics, English and Sesotho. They also mentioned struggling 
with specific skills of handwriting, writing, spelling and 
reading. 
Although this was a good start for them opening about their areas 
of difficulty, I had to prompt them further in order to get 
specific barriers. I, therefore, had to explain to them in detail 
through my translator that I needed specifics of what they 
struggled with in those subjects that they had named. Although 
some of the learners continued to give general answers, we ended 
up prompting each response by asking them what specifically they 
struggled with in those subjects until we got more specific 
answers.  
What specifically do you struggle with in the subjects listed 
above?  
Learner responses moved from broad subject generalisations to 
specific barriers and skills that they struggled with. This 
included auditory processing difficulties as witnessed with 
learners who complained of not being able to follow when the 
teacher was talking. There were visual perceptual and motor 
coordination related difficulties reported among some of the 
learners. An example was a learner who reported that; 
“I struggle to copy down work, and my handwriting is not 
good.” 
 
Other categories of barriers reported included related visual 
barriers as well as barriers related to their executive 
functioning including difficulties with concentration and 
maintaining attention.  
 
A few of the learners were, however, still unable to articulate 
their specific barriers to learning and maintained that they 
struggled with English or Maths. This could have meant that they 
had dyslexia, struggled with spelling or had dyscalculia. I, 
therefore, had to shift the question in order to find out what 
they needed support with by asking them the next question. 
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In what ways do your teachers teach that helps you as an individual 
to understand the lesson better? 
Here, they were able to give me various examples of instances 
where the teachers had helped them work around their barriers. 
Most of their examples illustrated the need for a good and balanced 
teaching approach that puts the learner first when presenting a 
lesson, and not the curriculum. The idea of giving learners enough 
illustrations and examples in order for them to understand a 
concept was echoed by most of the learners. They explained that 
when a teacher gives them examples and illustrations, it helps 
them understand better. This also included giving them work to try 
out as examples as one learner explained,  
 
“My teacher gives me problems in Maths, and she checks if I 
am doing right”. 
 
Learners seemed to have been encouraged by their teachers to go 
to them for one-on-one assistance at the end of the lesson. Many 
learners explained that they go to the teacher when they do not 
understand;  
“In EMS, I go to the teacher and ask if I don’t understand”.   
 
This could, however, only mean that the learners felt free to ask 
the teachers and that they were comfortable to approach the 
teacher. It may not have worked for learners who may have felt 
intimidated in any way. Learners also preferred teachers who used 
humour when teaching. They mentioned that it made the lessons more 
exciting. 
 
Some learners explained that they preferred to go for extra support 
with the LST who explained better; 
 
“I go for extra classes (learning support teacher), and they 
explain better”.  
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It pointed to the idea of being able to understand the way a 
teacher explained. LSE teachers, having been trained in remedial 
teaching, were more likely to simplify the explanations and make 
them easier to understand.  
 
The location they sat in the classroom also mattered to learners. 
Apart from the learners with visual difficulties including short-
sightedness, one learner put it this way; 
 
“I understand if I sit closer to the front and I can 
concentrate.” 
Other learners preferred a change in venue. They mentioned that 
they liked it when they went to the computer laboratory. However, 
due to crime in the area, computers were often unavailable due to 
robbery. The teachers, therefore, had to supplement the use of the 
internet by sourcing extra work for the learners as one learner 
stated; 
“My Sotho teacher gives me extra words to learn so that I can 
understand”. 
 
In order to find out if there was more that the teachers could do 
to assist the learners, or rather if some learner needs were not 
being met through the current practice, I asked the learners the 
question that follows. 
What specific activities should the teachers do in order to help 
you perform better in the areas that you struggle with?  
Their responses were mostly centred on discipline issues and how 
unfair they felt discipline was. As expected with focus group 
sessions, the first response triggered similar responses from the 
rest of the group. Their verbal responses, therefore, included 
asking teachers to stop corporal punishment when they did not do 
their homework, to stop shouting at them and name calling or 
shaming them when they did not get answers correct. They explained 
that sometimes they did not know the answers and therefore did not 
do their homework, yet they got punished for it. All the learners 
spoke about their frustrations openly, given that they had finally 
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got a place where they could vent. I, therefore, had to 
specifically ask them to give me different ways teachers can help 
them, only then did they move away from the subject of discipline. 
 
The learners explained that they wanted the teachers to explain 
to them in ways that they understood. Most of the time they felt 
that they did not understand the lessons and that the teachers did 
not give them enough practice before moving to the next topic as 
one learner put it;  
“I want the teacher to give me more practice words in English 
and to explain better. They should give us more books and 
more examples”. 
Learners also expressed their desire to be afforded the 
opportunity to work on computers which could help them with 
spelling. One learner mentioned that she preferred to be given 
more homework for practice. There was a unanimous interest in 
having more lessons on Life skills and Physical Education.  
 
In order to get more clarification from their view about how 
teachers could make their learning fun, I asked the following two 
questions; 
 
Imagine that you were the teacher and in charge, what good 
activities or practices would you introduce in this school? 
The learners were confident when answering this question. They 
thought of how their ideal class lessons would be like. This 
included; having more Life skills and Physical Education lessons 
including more sports; having more Natural Science practical and 
demonstration lessons because they enjoy practical lessons, and 
they would include more human health lessons. 
They also added that they would teach learners good behaviour. 
They mentioned that they are often punished instead of being taught 
good behaviour. One learner mentioned that he would distribute 
more food and clothes to the learners if he were the teacher. The 
learners received free breakfast and lunches at school, and it is 
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possible that the food was rationed. They also received free 
uniforms but would have preferred more supplies.  
If you were the teacher in charge, what bad activities or practices 
would you stop in this school? 
This question was also a follow up to the previous one to establish 
what practices they would have preferred their teachers to stop. 
Most of them agreed that the form of discipline needed to move 
away from the punitive methods. Moreover, vice versa, they also 
wanted to see the learners respecting their teachers better and 
not making noise in class. They wished that the learners could 
stop engaging in bullying and making noise in classes as well as 
stop fighting.  
They also wanted littering stopped so that they had a smart 
classroom and school environment. They also mentioned the problem 
of stealing among some learners, a problem that had led to the 
school banning the learners from bringing cell phones to school 
due to the increased discipline issues around cell phone theft. 
I then thanked the leaners for coming and informed them that I had 
enjoyed hearing their views and that we would be having another 
follow up meeting after about one month. Information gathered was 
as part of triangulation for the PAR analysis to compare if there 
were similarities or differences in the teacher/learner responses. 
 
5.4 OBSERVATION PHASE 
The observation phase was aimed at looking at the current practice 
in order to answer the second research sub-questions on which 
inclusive teaching practices, if any, are prevalent in full-
service schools.  
The teachers had been paired up to observe each other from the 
previous focus group meeting. This phase aimed to confirm if the 
prevalent teaching practices that had been discussed in the 
planning phase were being practised. There was an outline of five 
questions to guide the teachers on what to observe. I have included 
two observations sheets in the appendices section done by two 
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different researchers; myself as the principal researcher as well 
as one of the participant researchers, in two different subjects 
in order to capture the variety required in different subject 
disciplines.   
The observations made by eight research participants were recorded 
on observation sheets, and then the data for each question from 
all the participants were grouped and recorded below, starting 
with the first question.  
1. Was the classroom environment welcoming to all learners? What 
made you think so? 
This question relates to the classroom teaching environment and 
what the participants observed. The first response they observed 
was that yes, the classroom environment was welcoming as one 
teacher noted: 
“The teacher was warm and welcoming, she spoke politely, with 
confidence and love.” 
Two other teachers noted that the learners appeared happy to see 
their teacher arrive at the beginning of a lesson. It was recorded 
that all the learners had a seat, and they could work in groups.  
 
The environment was also reported to be clean, with vibrant 
learners. The children were said to be relaxed and smiled as the 
observing teacher walked in. One participant noted;  
“Teacher showed empathy when he asked one sad student what was 
wrong, and he said his   neck was in pain.” 
 
The next question that guided them with their observations, and 
it had to do with the teaching strategies that were supportive of 
learners with barriers to learning. 
 
2. What kind of support did the teacher offer to the learners 
with barriers to learning? (Write the name of the barrier to 
learning and the type of support that was offered). 
The responses were varied in the different ways that the teachers 
supported learners with barriers. It was recorded that some 
teachers repeated instructions with emphasis so that the 
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instructions were clear. Other teachers gave learners mnemonics 
to help them remember. For example, one of the participants noted: 
“The teacher gave mnemonics to help them remember which 
operation to perform first in the following order- 
Division, Multiplication, Subtraction and Addition. The 
way to help them remember was associating with family (Dad; 
Mom; Sister; And brother)”. 
 
Recapping was a tool used by teachers to remind them what had been 
taught previously before building on to the next lesson. The lesson 
was then introduced by some of the teachers first addressing the 
vocabulary related to the new work. The vocabulary list was written 
on the board and taught. Pictures to illustrate accompanied some 
of the vocabulary, as one of the participants wrote: 
“There were pictures on the walls with words to back up 
what she was talking about”. 
 
There were also visuals on the wall for stimulation, as well as 
for the learners to learn vocabulary and meaning.  
 
Regarding resources; it was reported that some classes had a 
variety of textbooks to supplement the notes that the teacher 
wrote on the board. Some classes had both textbooks and homework 
books to work from. The teachers were also filed with extra work 
to read to the learners.  
 
While teaching, it was reported that different teachers employed 
different strategies that made it easier for the learners to 
process the new concepts. For example, while teaching English, one 
teacher broke up the words into their syllabi e.g. ba-by, while 
another teacher used rhymes to teach as reported below: 
 
“The teacher had rhymes to help them remember, and they 
said the rhymes along.” 
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When it comes to use of Language, there were different ways in 
which the teachers assisted the learners to master English, as one 
participant wrote:  
 
“Language is a challenge to most of the learners, both 
understanding the command of it due to the poor background 
and environment and the teacher helped them with language. 
For example, the teacher asked a learner who spoke the 
language to explain to the other learners in his language.” 
 
Besides the teacher assisting the learners as explained above, as 
well as giving them tools to apply, for example, multiplication 
tools for Maths, there were cases where the teacher involved other 
learners to co-teach and assist the learners with barriers to 
learning. One participant reported that a learner could show her 
work on the board, while another teacher grouped the learners in 
mixed ability groups so that the learners could assist each other. 
 
The next question had to do with how the delivery of the teaching 
was designed to meet the needs of the learners. 
 
3. While presenting the lesson, how did the teacher demonstrate 
inclusive teaching practices that included all learners?  
There were different observations made on how the teaching methods 
were deemed inclusive. They included the presence of the teacher 
moving around, as well as making eye contact with the learners. 
Visibility of the teacher by moving around and maintaining eye 
contact was seen to signify that the teacher was interested in 
what the learners were doing as opposed to a teacher sitting in 
one place. 
 
Some of the observations made in this question related closely to 
the previous question. Some participants observed that the teacher 
identified the vocabulary related to a section and discussed the 
new words with the learners. Another participant observed that the 
teacher differentiated the application of the newly acquired 
vocabulary as follows: 
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“The teacher differentiated activities by letting some 
learners fill in missing letters, other filled in the missing 
words, while others made sentences with the new words”. 
 
Another participant explained how the teacher drew explanations 
on the board and related what they were doing to their environment. 
Another teacher demonstrated reading to show them how to pace and 
breathe. One other teacher showed them the methods and explained 
using different illustrations, while another one used recapping 
before teaching. 
 
One teacher explained how he observed the other teacher give the 
learners some time to think, which was helpful for slower learners. 
It was also reported that some teachers gave all the children a 
chance to answer.  
 
Group work was observed at work. While some teachers purposefully 
gave the learners group activities, others allowed flexibility for 
those who wanted to work in groups and those who preferred to be 
left on their own. One participant recorded:  
“The teacher moved around from one group to the other 
identifying the ones that were struggling by talking to the 
groups”. 
 
The next question referred to how all the learners, including 
those with diverse needs, demonstrated that they had learnt. 
 
4. How did the learners demonstrate that they had understood the 
lesson? (Please include any form of assessment that was used 
and how it enhanced learning for all). 
An observation made by some of the observing teachers was to do 
with what made them feel that the learners were following the 
lesson. They reported that the learners were able to give confident 
answers to the teacher. One teacher wrote: 
“The learners gave happy gestures back to the teacher, and 
they had looks of confidence”. 
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They also observed that the learners were able to read together 
and answer the question on the story that they had read, and they 
were able to do a quiz and give verbal answers. One teacher 
reported that: 
“The teacher asked them to read out what they had written 
for their answers.” 
 
When the teacher gave the learners work to do, they were able to 
do it. Some tried it out on the board, and others worked together 
in groups. For the writing up activities, it was reported that: 
 
“The teacher moved around and checked how they were doing”. 
 
This led me to ask the last question, which was a reflection on 
their side as they assessed the lesson in order to give suggestions 
on where to improve. 
 
5. Are there any other observations that you made? Things that 
you would like to see changed, things that you would like to 
be kept the same. 
There was a rich array of suggestions of what could have been done 
to improve teaching and to learn in diverse classrooms. There was 
a feeling that there is a need to build on the work done by 
stretching it further for some of the learners that needed 
extension by asking them what next. Another example would have 
been, when looking at vocabulary, to look at synonyms and antonyms 
instead of only looking at their definition and meanings. 
 
Instead of the teacher asking all the questions, it was suggested 
that learners be allowed a chance to ask questions. There was a 
need to give more time to learners who were struggling and not 
expect them to work at the same pace. There were also suggestions 
of differentiating the work for the learners in all the classes 
and not just some of the classes.  
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There was a need for reinforcement of newly learnt concepts before 
building on new ones. Although many teachers were working on it, 
there were some that needed to reinforce more.  
  
The issue of crowded classrooms that limited teacher movement and 
flexibility to work groups were highlighted as needing attention 
in order to improve creativity in diverse classes. 
The use of technology to enhance learning was also on the wish 
list, as well as a desire to have access to a variety of resources, 
which were not accessible in this case. 
 
5.5 ACTION PHASE 
The action phase is when the participants put their newly acquired 
knowledge, skills and practices into action. It is a time when 
real change in practice started happening. In this research, 
observation and action were interlinked, and there was no 
definitive time when the action started because some teachers 
started implementing new ideas right away after the first focus 
group meeting. On the other end, their actions were tied up with 
reflections because, at the end of each lesson, the teachers were 
expected to record their inclusive practices in a journal and then 
reflect on the lesson on how to improve on it. We had a focus 
group meeting in which the participants reported back how their 
action phase had gone. The questions asked were directly linked 
to the observations made, the only difference was that they were 
addressed by the teacher in action and not the one observing. The 
first question has to do with their classroom environment. The 
following data were recorded under the first question. 
What kind of classroom environment are you creating in order to 
make all learners welcomed? 
There were various responses to this question, both in the 
affirmative and negative. The affirmative responses included those 
who felt that they were creating a happy learning environment. 
Examples given included; having pictures and charts on the 
classroom walls.  Others felt that they were creating a caring 
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environment because they were empathetic to the children perceived 
to be having problems. They also reported that they had a positive 
attitude and were not judged based on ability.  
Those who were cynical about creating a positive learning 
environment felt that it was not easy to do so because of 
overcrowded classes, as one wrote:  
 
“Yes, I try to create a good environment for learning although 
not as much as I wish because the class is clattered and 
crowded with no space. It is not easy with so many children.” 
 
When asked what could work in the case of overcrowding, it was 
reported:  
“I tried to take them to the library and outside for a reading 
lesson, and they liked the change.” 
 
What kind of support do you offer to the learners with specific 
barriers to learning?  
The participants shared various ways in which they support 
learners with barriers to learning. These included showing them 
the method of how to work out a problem, helping them with 
techniques of how to remember, recapping important information 
from previous lessons, the use of more examples for illustration 
as well as repeating instructions and essential points over and 
over until it became familiar. 
Other support methods had to do with understanding the learners’ 
needs. For example, one participant spoke of how he got information 
from a learner’s previous teacher or parent so that they understood 
how to help them. Nonetheless, they mentioned that it was difficult 
to contact the parents because most of them lived in temporary 
shacks and that they changed their cell phone numbers regularly 
depending on which cellular company was running promotional 
cheaper deals. Some of the help offered by teachers included how 
the learners were positioned in the classroom, as one participant 
put it:  
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“I make sure they sit either in front or where I can see what 
they are doing.” 
 
Other participants reported on the use of differentiated reading 
so that they catered for learners at different levels. They also 
tried the use of role-playing as well as the use of pictures for 
reinforcement. 
Others applied the use of positive reinforcement and encouragement 
to try and motivate all the learners to participate in their 
learning, while others used group work; 
“I use group work. I let the clever ones help those who were 
struggling instead of me helping them all the time because 
it takes a lot of my time”. 
 
What inclusive teaching practices do you plan for in your lessons 
to accommodate diverse learners?  
There was some similarity between this question and the previous 
one. The responses included; having unconditional acceptance for 
all the learners and support for all. The participants also listed 
some strategies they employ including having question and answer 
sessions that did not require yes or no answers, but rather an 
elaboration. They stated that they were explaining step by step 
in detail and using pictures. Others were doing practical work 
since learners enjoyed it. 
There were also responses to include the use of buddy work or 
pairing learners up in twos or threes during reading. Some teachers 
practised teamwork and collaboration within the departments where 
they shared information. Some were co-teaching and were learning 
from each other as one reported: 
“I learnt the principle of overlapping from my colleague when 
we did team teaching.” 
How do you know that all your learners have benefitted from your 
teaching and how do your assessments reflect that? 
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It was reported that they check if learners are following through 
the question and answer session, through giving them a writing 
activity or classwork where the learners would answer a related 
question. 
Other teachers gave graded questions at different levels, while 
others gave the learners group activities.  
When it comes to assessing, one teacher commented that: 
 
“I assess them on what they know, not what they don’t know.” 
 
What would you like to change from your current practice and what 
would you like to keep the same?  
Some of the responses suggested that teachers got tired with their 
one-on-one support, which they found exhausting; 
 
“Reducing one-on-one help for all learners that need help and 
using good teaching techniques like the use of examples and 
pictures.” 
 
Another one commended that they would like to stop questions that 
require one-word answers so that the learners learn how to express 
themselves. There was also a need for better record keeping so 
that the records could be passed on and shared with the next 
teacher. 
 
5.6 REFLECTION PHASE 
The aim of the reflection phase was for the participants to be 
able to evaluate their actions. They had to distinguish what were 
good practices and which ones did not yield desired results. The 
good practices would then lead to an answer to the last research 
objected that aimed at developing an inclusive teaching framework 
to diverse learners in full-service schools. There was a three-
week school holiday from the last week of June until the mid-July, 
which gave the participants an excellent break to reflect on their 
new practices before embarking on the reflection stage. I reminded 
the teacher participants after the schools reopened to continue 
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with their reflections as they sought to improve their action. We 
agreed that we should meet two weeks after schools reopened in 
order to give everyone enough time to practice their actions. 
There were two different types of reflections, one with individual 
participants, and another one with the whole focus group. The 
table below is a summary of the interview recordings done by three 
of the participants who had been the most active participants.  
5.6.1 Teacher Participant Reflections 
The table of reflections below was done with individual 
participants.  It is summarised as per the critical points given 
to show relationships in their reflections before the group 
interpretative focus interview was held. 
Table 5: REFLECTIONS BY THREE OF THE TEACHER PARTICIPANTS 
 
Question Teacher 1 Teacher 2 Teacher 3 
1 What can you say 
about your 
experience with 
the Action 
Research 
It was a good 
thing to do. 
It revived us 
with 
Inclusive 
Education 
Time-
consuming. 
An eye-opener 
to things I 
should be 
observant 
about. 
I enjoyed it, 
and I loved 
the 
discussions 
2 How is the PAR 
process going for 
you? (What do you 
like about it, 
and what would 
you change?) 
It helped us 
engage with 
the learners 
more.  
I am more 
observing the 
learners 
more. I 
understand 
them better. 
At first, I 
thought the 
process 
treated us 
like 
children, 
with all the 
question. 
However, now 
I like it. 
3 Looking back at 
the Action 
Research process, 
and if allowed to 
criticise, what 
would you change? 
 
Nothing The process 
is good. Just 
needs much 
time. 
I wish the 
discussions 
would be 
ongoing 
4 Looking back, 
which Inclusive 
Education 
practices did you 
Group work 
My attitude 
changed 
Better 
teaching 
practices 
that we spoke 
Co-teaching 
Overlapping 
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adapt that worked 
for you?  
 
Collaboration 
 
 
about. I 
teacher with 
all learners 
in mind 
Group work 
5 When planning a 
lesson; how do 
you help them on 
what they 
struggled with in 
class? 
 
Story telling 
Asking deep 
questions 
I understand 
them now and 
keep a 
profile of 
them.  
I approach 
the lesson 
differently, 
so that all 
learners 
follow, with 
lots of 
illustrations 
and 
activities 
6 What things do 
you need to 
change? 
 
Positive 
attitude 
Need more 
support, like 
for epilepsy 
kid needs a 
nurse. 
Standing in 
front of 
learners does 
not help. 
 
The rest of the responses of the reflective interviews are recorded 
below: 
How the participants found the PAR process, what they liked about 
it, and what they would have preferred changed. 
The responses were varied but mostly in the affirmative. The 
participants stated that the process had been a good eye opener 
in reminding them what Inclusive Education is all about. It 
reminded them of the way teaching should be conducted. It led to 
them observing each other’s lessons more. However, they conferred 
that it was time-consuming regarding focus group meeting times; 
more planning on their side, record keeping time of the learners, 
and time to collaborate, observe each other and co-teach, as one 
participant recorded; 
“It takes long to record all my observations on each child 
and to write records of my work.” 
How they found the PAR process helpful included them becoming more 
observant of their learners in order to help them by teaching them 
better. It also helped them understand the profiles of learners 
better. The participants mostly enjoyed the process, especially 
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the rich discussions during a focus group meeting.  The discussions 
had enabled them to share and learn from each other on which 
inclusive practices worked well. The participant wished that the 
discussions would be ongoing even after the PAR process had been 
concluded since the discussions helped them learn new information. 
I recommended to them that they should continue to collaborate 
within the departments and during staff meetings. 
On reflecting on the beginning of the process, one participant 
noted: 
“At first I was wondering why you were asking us questions 
like we are children. I did not understand Action Research, 
so, I thought you were treating us like children by asking 
us the question instead of doing a presentation and giving 
us information (he laughs).” 
This participant had expected to be told how to teach diverse 
classes by merely being given information and tips on what to do. 
However, the nature of PAR is such that the participants must come 
up with solutions that work in their context and circumstances. 
The issue of continued discussions on Inclusive Education as one 
of the aims of PAR was well received as inclusive teaching 
environments, and circumstances changed all the time, and teachers 
needed to be innovative through reflection and self-examination 
of what they were doing. Some participants mentioned that they had 
found this process more beneficial than at their district 
subject/language workshops, which they found not very inclusive 
and free to participate. They preferred small focus group meetings 
that were more regular, where they were freer to participate and 
felt understood within their context.  
They also found PAR informative and refreshing to their practice. 
The knowledge that they had learnt a few years back was not being 
put to practice because there was no forum for them to refresh 
their memory. Further, having PAR discussions refreshed their 
knowledge and made it possible to practice it. 
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On reflecting, it was also noted that the PAR process had helped 
engage the learners in their learning. It meta-cognitively engaged 
them in the interview process where they participated well, in a 
safe environment such that even those who were shy to talk 
participated. The language used was at their level, and it gave 
learners a chance to express themselves for the first time given 
that they had not had such a chance before. 
However, one participant felt that there was a discrepancy between 
what was discussed in the meetings and what was happening in the 
classrooms. He also felt that it was easy to talk but very 
different and challenging to implement the newly acquired 
knowledge in the classroom. The problem of overcrowding, with over 
63 children in some classes was hindering better implementation 
of the PAR process. 
Reflecting on teaching practices for inclusive classrooms that 
worked and those that needed to be changed. 
The better keeping of student information came out strongly as a 
practice that was helping them understand the needs of the learners 
better in order to understand how to teach them better, as one 
teacher reported; 
“I am supposed to show records of what I have done to support 
the learners especially if they fail; I have to prove that I 
did some interventions, and this helps me keep records of 
proof of my interventions. I currently have 21 children who 
are repeaters. Some are not on IEPs, and I am only allowed 
by the department to fail 2 or 3. I do not get support for 
my class, and as a full-service school, this research has 
been an eye-opening for me.” 
High failure rates as a result of not having proper records were 
no longer a stipulation. They were now able to do what needed to 
be done in order to assist.   
A lack of support was also reported as the central problem that 
continued to persist. For example, one learner had epilepsy, yet 
the school did not have a school nurse, and the learner could not 
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get immediate attention if he had a seizure. However, the PAR 
process enabled the teacher to understand that she could consult 
through collaboration on what to do in such a case.  
The PAR process had opened the teachers to tapping into good 
teaching practices that benefitted all learners, instead of 
assisting one-on-one that had was time wasting. Teachers were now 
practising; group work, differentiation, co-teaching and many 
other good teaching strategies. For example, a teacher reflected; 
“I learnt from my colleague the concept of overlapping. I did 
not know it before. If you draw 3 shapes, like say circles – 
you can tell which shape was drawn first. I learnt that by 
co-teaching and observing in her class.” 
There was more collaboration learnt from the whole process as a 
result of sharing at the focus group meetings. There was a feeling 
of comradery as they reflected with memories how they had enjoyed 
observing each other, as one narrated;   
“My colleague teaches essay writing better than I do, so I 
asked her to take both classes for essays. What I used to 
teach it in one lesson, she took a whole lesson to teach only 
the introduction. She told the children to plan the 
introduction using; who, when, where and introduce properly. 
I would have rushed. She then took a whole lesson to teach 
the body. They discussed what happened for a whole lesson and 
the last lesson they learn to reflect and write a conclusion 
by looking at the lessons they learnt from what had happened. 
The children are now very enjoying writing essays, yet before 
they struggled.” 
Through being free to observe each other and co-teach, the 
classrooms had become more of a welcoming environment and open to 
change. There was better discipline as there was better management 
of the classroom environment and bullying was now less. The 
teachers were more approachable and were engaging more with the 
learners and knowing them better, including their home situations. 
Through engaging with the learners more, one teacher commented; 
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“I learnt that standing in front of the learners does not 
work. I must go to them to hear from them. So, I walk around 
to their groups and identify those who are struggling then I 
can help them or ask those siting with them to assist. I do 
a lot of group work with them.” 
Since the classrooms are small and crowded, the teachers were now 
improvising more and through group work and activities, as well 
as doing practical activities that they enjoyed. They had found 
that the buddy system of learning from each other worked better 
than one on support by the teacher. 
With the teachers’ improved attitude towards supporting all 
learners, they reported that they were now giving them more reading 
work to do. The problem that remained was that there was not much 
home support and only about ten out of 55 learners in a class did 
their homework. They have readers which the teacher kept in class 
and did not allow them to take home because when they took them 
home, they did not always return them. Other forms of resources 
and support remained a challenge. Computers did not always work, 
which forced the teachers to be the only resource. They, therefore, 
had to write a lot on the board as well as make use of charts on 
the walls. 
One of the participants who had been absent for half of the focus 
group meetings and had not gone through the whole PAR process 
still had some negative attitudes and beliefs towards PAR. He 
claimed that he had applied some of the changes, but the amount 
of work required was too much. He stated that he could not do 
differentiation because his head of department wanted all the 
learners to do the same amount of work. He believed that giving 
different amounts of work to different learners would make some 
lazy if given options.  When asked how he was supporting the 
learners that had barriers, he stated that he asked those learners 
needing help to come to the front desk where he watched them and 
supported them. Apparently he had missed out on some of the 
critical discussions.  
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5.6.2 Learner Participant Focus Group Interview and Learner 
Reflections 
 
I held a follow-up meeting with the same learners towards the end 
of PAR, to determine whether (from their perspective) the PAR 
cycle influenced the way they were taught and if they felt that 
their needs were being met in the inclusive classroom. I started 
the meeting by reminding them of the confidentiality code. I then 
refreshed their minds with the summary of our initial meeting, so 
that they could be more focused on reflecting and giving feedback. 
There were 20 learners and a Learning Support Educator to assist 
me with the translation for learners who were not very eloquent 
in expressing themselves or understanding the English language. 
The table below captures the essence of the changes that had taken 
place as well as the desires of what the learners would have 
preferred to see. 
 
Table 6: LEARNER RESPONSES TO PAR PROCESS 
Areas in which 
teachers had changed 
What teachers were 
doing well 
Areas that could be 
improved 
Punishing was less Encouraging questions 
from learners 
Explaining step by 
step 
Shouting was less Helpdesk for homework Extra lessons 
Helping us more Different ways of 
expression instead of 
writing - drawing 
Exposed us to good 
language skills  
Doing more group 
work 
Use of shapes, 
pictures and 
illustrations 
Structuring group 
work better 
Group members were 
helping in better 
ways 
Doing more projects Varying learning 
environment 
The learning 
environment was 
better and flexible 
Teaching from 
familiar and using 
examples 
Getting to know 
learner needs 
better 
Less name calling 
"stupid." 
  
 
 
From the previous table, we see the learners reporting progress 
made by the teachers as follows: 
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Learners’ initial challenges that had been adequately addressed 
by the teachers.  
The learners reported that punishment had significantly reduced 
since the initial meeting. Some teachers had completely stopped 
punishing them, but a few were still punishing them for not knowing 
their work. The shouting had also reduced as the teachers were 
starting to know the learners better and the learners were starting 
to feel welcomed in the classrooms. 
There was a report of teachers helping learners more as well as 
doing more practical skills that involved handwork. It was also 
reported that the teachers were organising the learners to work 
in groups, which they enjoyed as one learner put it;  
 
“The group members help us, they know what to do, and we help 
each other” 
 
The learners also reported that there was flexibility in the 
environment they learnt from. For example, they could go and learn 
from a different class or go outside for creative arts.  
 
Although the changes were not 100% thorough, the learners seemed 
happy with the progress. They, however, mentioned that a few of 
the teachers were still referring to them in derogatory terms 
implying that they were stupid.  
 
Ways in which the teachers were working differently in the 
classroom that helped learners to understand the lesson better.  
There was a consensus from the learners that the teachers had 
become more helpful over the past one month. For example, one 
learner reported; 
“They tell us (encourage) to ask questions if we don’t 
understand.” 
Most of them said that they were getting more assistance with 
homework. They had become more approachable and were giving them 
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information that they asked for more readily, as well as teaching 
using more examples. 
 
The teaching approaches by the teachers had also changed. They 
were now doing more project-based learning. They were also using 
more visuals for illustrations, for example, use of shapes in 
Maths.  
 
There was also evidence that they had changed how they assessed. 
Learners were now able to demonstrate what they had learnt in 
different forms. An example is when a learner stated:  
 
“They ask us to draw, and I like it because I do not like 
writing.” 
 
Ways That Learners Would Like the Teachers to Improve. 
Learners expressed that they would like to see teachers explain 
step by step in simple ways that they understand. They missed out 
on some concepts simply because of the way they were taught. 
They also expressed a desire to get more support, in the form of 
extra lessons or any other forms, if they felt supported more. 
This was a challenge given the large classes, and therefore they 
felt that their needs were not always met. 
The desire for them to be taught English is a way that would enable 
them to express themselves and do well, was also expressed by a 
learner who said;  
“I want them to teach English well so that we understand how 
to speak it. Some teachers explain in Sotho, and I don’t 
understand Sotho, but if they explain in isiZulu, I 
understand.” 
 
The LSE later explained to me what this leaner meant. It was easier 
for teachers to code-switch from one language to another when 
explaining difficult concepts, and they forget the language 
barriers.  
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5.7 GROUP INTERPRETATIVE FOCUS INTERVIEW AND AGREEING 
ON A TEACHING FRAMEWORK FOR INCLUSIVE CLASSES  
This was scheduled to be the last meeting after ascertaining from 
the individual reflective interviews that the participants were 
happy and satisfied with the PAR process. I met a team of seven 
teachers that had gone through the whole process. I had developed 
a close working association with most of them since I had observed 
three of them teaching, and I had reflection sessions with the 
other four. Six teacher participants had attended all the focus 
group meetings, while one had missed one of the meetings. 
First, I went through the summary of agreed upon inclusive 
practices that they had selected, as well as the observations and 
reflections that I had recorded. This took about 10 minutes. I 
then went through the report that I had recorded from the learners 
for another 10 minutes so that they had an insight into what the 
learners’ challenges were – from the learner voices themselves, 
as well as expectations. This was in order to provide a 
comprehensive perspective of what the research findings were at 
this stage. 
There were discussions around punishment of learners for not 
getting their work right, or not completing their work. One teacher 
felt that it was due to frustrations because, in her opinion, one 
remedial child equalled the effort of teaching two and half 
ordinary children, making it impossible for the teachers to manage 
large classes. She felt that it revealed the frustrations of the 
teachers. Thus, pleading with the department to intervene with 
solutions of overcrowding and more. I then introduced the work 
discussion for the day. 
 
How did you find the PAR process as a method of implementing best 
practices for teaching inclusive classes? 
The participant agreed that that PAR process had helped them open 
up to one another more through the discussions that were held.  It 
started up small, with less trust, and many teachers not knowing 
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what the others were doing. However, it had now turned into 
something big, that they appreciated. They mostly agreed that this 
discussion would continue in their various department's grade 
meeting, as one teacher put it; 
 
“We will definitely have a continuation of these talks at our 
meetings within the departments, and even with those staff 
members that were not in this group. It will spread up to 
other grades as well, and our cluster meeting to continue the 
talks.” 
 
As a result of PAR, there was evidence of more collaboration 
through observations and co-teaching. Observations required of 
them to be free with one another in order to visit them during 
their lesson presentations. 
 
What distinguishes this school as a full-service school from other 
ordinary schools? 
For a school to be called full-service, it was agreed that it had 
to be visibly more accessible than other schools. The participants 
felt that the buildings in their school were not the same as other 
schools. Nonetheless, before it became full-service, it was the 
same as other schools. There was infrastructure such as ramps and 
toilets that were wheelchair friendly. The school gate had a ramp 
for delivery of learners on wheelchairs, and the school was seeking 
to improve other facilities and infrastructure, including 
technology, provided they had funds. A full-service school also 
needed to have resources that were suitable for learners with 
challenges and barriers to learning. 
 
For a school to be full-service, the way the curriculum is taught 
is different from other schools, and there is the physical presence 
of LSE educators. The teachers plan in collaboration with LSE 
educators, especially with language and Maths. Although there had 
been a confusion with the role of LSE by some of the teachers, one 
of the questions posed at the focus group meeting helped to 
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elaborate on their role. The LSEs were co-planning and working 
hand in hand with regular classroom teachers, other than being 
viewed as remedial teachers. They were, therefore, collaborating 
more and not relying on the children with barriers to learning to 
go for individual classes. Unfortunately, the LSE educators were 
not enough to do all the planning, collaboration and co-teaching. 
Other teachers had also previously mistaken LSE for teacher 
assistants but had now understood the difference through the PAR 
process.  
 
However, because of the level of support and the need for the 
teachers to understand the learners more, it was felt that the 
class sizes for full-service schools needed to be smaller. Their 
numbers in the classes were up to 65 learners in a class, which 
was a considerable challenge. Therefore, large class sizes and 
overcrowding was viewed as a hindrance to Inclusive Education.  
 
Because of the diverse needs and the severity of some of their 
needs, full-service schools are distinct from ordinary schools 
because of their streamlined referral system. The participants 
noted that when they attend cluster meetings, their colleagues 
from ordinary schools did not have any idea on what forms for 
referral systems were available and were lost when their 
counterparts in full-service schools spoke of referral. Full-
service schools are linked to resource schools in their area, two 
in the case of this school, where they utilise the expertise of 
their psychologists and therapists. Some NGOs were also available 
to assist with referrals. The LST runs workshops for all teachers 
in order to teach them how to identify learners that need a 
referral. Teachers in full-service schools are, therefore, more 
aware of identifying learners that require a referral.  
 
Following the PAR process that we are now concluding, what can we 
term as a definitive teaching framework for teachers of diverse 
learners that can be applied to other full-service schools? 
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The participants agreed that as a result of PAR, they were more 
aware of their learners in classes and that they were teaching 
according to learner needs; not the same way they used to. They 
reflected on ways to present the lesson so that all learners 
benefitted.  They tried to make lessons more interesting using 
pictures and other available material, and they asked the learners 
to teach each other so that they could learn and hear at their 
level. It involved multiple ways of presenting lessons that were 
of differentiated work, and the explanations were done step by 
step in simplified ways that were aimed at learners’ 
understanding, and not merely covering the curriculum. 
 
A teaching strategy that was found to work well was a grouping of 
learners, especially in diverse classes. The way group work was 
done was strategic so that other stronger learners could assist 
the weaker learners. This helped the teacher to meet the needs of 
all the 65 learners through group members assisting each other in 
order to avoid teacher burnout while trying to help all learners. 
Group work ran better if the classroom arrangement of desks was 
done in a way that promoted group work. 
 
The classroom environments were more welcoming, and the teachers 
were friendlier and none judgemental. The classroom walls were 
more colourful with visuals and teaching aids to stimulate 
learners. The teachers’ desks were full of plans for helping the 
learners, as well as teaching and learning aids.  
 
There is power in collaboration, and teachers of full-service 
schools agreed that they collaborated more. They were working 
together and were more open with each other so that they can 
consult, as one teacher put it; 
 
“For example, if I ask a teacher, why are those two learners 
going to a corner when they have finished their work, then I 
can copy etc., and we all get better.” 
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There was a move towards being more aware of good teaching 
practices. This was because the teachers stated that they were 
more aware of the needs of learners that had challenges and they 
planned with them in mind. They were making use of available 
resources in creative ways, altering the teaching environment, 
recapping previous lessons, repeating over and over till it was 
understood by all as well as reinforcing concepts in order to help 
the memory. One teacher explained;  
 
“Our teaching aids have to be visible. We can’t have chats too 
small, and we can help each other if we see another teacher has 
smaller writings; we share and get ideas on how to teach better, 
and this is an advantage to all learners. We use visuals, audio 
and do projects.” 
 
The participants agreed that understanding learners and their 
learning needs were paramount to planning and teaching. This meant 
that the learner profiles were well kept and updated so that 
teachers could refer to them. By understanding the learners, the 
teachers were able to treat them with dignity, without name calling 
or punishing them when they did not do their homework for lack of 
understanding. All children were afforded a chance to participate, 
and none of them was unfairly dismissed or set for a low standard 
merely because they were not achieving at the same level as the 
other learners.  
 
The teachers in full-service schools require ongoing professional 
development. The Department of Basic Education was assisting with 
workshops that were run mostly on Saturdays. PAR had proved to be 
most productive in this regard. It would also be helpful if parents 
and the rest of the staff members all got involved.  
 
Learners in full-service schools require more holistic 
development, through participation in sports and cultural 
activities such as the choir, soccer, art, drama and more. It was 
observed that they enjoy sports very much and some enjoyed learning 
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through art or creative projects. A holistic approach looked at 
the whole child and recognised their strength. 
 
Through education and assimilation at full-service schools, 
teacher attitudes towards people that are “different” had changed. 
They now viewed learner challenges positively, and they were 
teaching from the heart, and out of love; not from the head (the 
curriculum). They understood the barriers that the learners faced 
were to be viewed as the teacher’s dilemma. This motivated them 
to collaborate and investigate how best to deal with the challenge. 
This teacher captured it when she said; 
 
“We don’t say like other teachers, I can’t teach this learner 
with this problem. We look at it positively and make it our 
challenges. But sometimes it gets onto us, especially when 
we get tired and are over involved, it affects us. We need a 
psychologist to help us with differentiating how much of the 
child’s problem we should get involved in. As teachers, we 
are expected to be counsellors, because we get over-
involved.” 
 
It was also agreed that full-service schools needed better 
classroom management because of the diverse nature of learners 
that they received. Learners who were misunderstood could easily 
become bullies, while those who were perceived to be different 
could easily become victims. Better teaching approaches that 
involved the teacher being visible, actively involved and moving 
around were more effective than the teachers just sitting on their 
desk. 
 
5.8 CONCLUSION 
This chapter gave a detailed report of the data collected using 
the PAR process. The data were collected through observations, 
focus group meetings, diary entries and oral interviews.  
We saw that gaining consent was paramount to the success of this 
research. Teachers were first introduced to the PAR process 
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through a training session, where they grappled with the questions 
as to whether they understood what Inclusive teaching practice 
was, and whether their practices were inclusive. Teachers were 
made to understand that some practices that they were applying 
were not conducive for inclusive teaching and learning and that 
they needed to reflect on better practices that worked. 
At the end of data collection, the participant teachers felt more 
informed and well equipped to teach inclusive classes. There was 
more collaboration within departments, and most of them affirmed 
that they would continue with the practices that they had learnt 
from the PAR process. There was a consensus on what a full-service 
school is, and which practices they believed worked better when 
teaching diverse learners. Although data collection took a lengthy 
period, it developed trust and empowered the teachers to reflect 
on how to make their teaching more inclusive. The data recorded 
in this chapter are analysed in the chapters that follow. 
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CHAPTER 6:  ANALYSIS OF THE FINDINGS BY THE 
RESEARCHER 
He who fails to plan is planning to fail. (Winston Churchill) 
6.1 INTRODUCTION  
Data analysis was aimed at deriving meaning out of the data 
collected in order to answer the key research question, and to 
acknowledge whether the research objectives had been achieved. 
Therefore, it required a lot of planning and foresight. Sir Winston 
Churchill, the former Prime Minister of the United Kingdom, could 
not have put it better with his words when he stated the above 
quote in one of his speeches to the nation, because planning is 
key to successful data management and analysis. In this Chapter, 
I will report on the meta-analysis of all sets of data by the 
researcher. The first section of the chapter begins with an 
explanation of how the analysis was conducted. The second part 
lays out the findings of each section of the research according 
to the critical research questions as organised at each stage and 
phase of the research.  A conclusion finally summarises the main 
points discussed in the chapter. 
 
6.2. DATA ANALYSIS METHOD  
Data analysis had the objective of comparing different sets of 
data collected in order to determine the extent to which it 
contributed to answering the research questions. The analysis was 
also geared towards determining if the research objectives were 
attained.  
The procedure followed while analysing this data was systematic. 
The different sets of data collected were:  data collected from 
interviews that were conducted during preliminary planning phase 
in the form of notes; the data collected from the focus group 
meetings in the form of minutes; and data collected during 
observation and reflection sessions was in the form of notes. The 
researcher read and re-read data to get a holistic understanding 
of the different sets of data. Analysis of the data, for each set 
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of data, was then done by highlighting essential codes. The 
highlighted codes were then sorted into categories that had 
descriptors for similar information that pointed towards emerging 
issues in the data. Finally, the categories that had correlations 
and related messages were grouped into themes.  
Triangulation was reached as themes from various data collection 
methods of interviews, focus groups of both learners and 
educators, as well as observations, were cross-examined.  
 
6.3 DERIVING THEMES FROM THE DATA  
As earlier stated, data analysis was directly linked to answering 
the research questions. It was done in a systematic order that 
followed the phases of PAR because the research had been organised 
in such a way that each of the questions was addressed at a 
different phase of PAR. Each of the research questions was broken 
down into several sub-questions; therefore, the themes were first 
addressed under the research sub-questions, and the various 
research sub-questions were then merged to answer a specific 
research question. The themes derived are supported by direct 
verbatim quotes recorded at data collection. The research 
questions that guided the analysis were:  
i. What do teachers know about Inclusive teaching practice? 
ii. Which inclusive teaching practices, if any, are prevalent 
in full-service schools? 
iii. How can such be used to develop an inclusive teaching 
framework for full-service schools? (if necessary, or to 
improve/maintain it) 
The answers to the above questions, collectively then answered the 
key research question of ‘How can an inclusive teaching framework 
for teaching diverse learners in full-service schools be 
developed/improved? 
 
The section that follows records the themes derived under each of 
the research questions. The codes that I used in deriving the 
themes were taken directly from the research data. 
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6.4 WHAT DO TEACHERS KNOW ABOUT INCLUSIVE TEACHING 
PRACTICE 
This question was answered during the planning phase. The 
responses to the teachers’ understanding of Inclusive teaching 
practice are addressed in the themes that follow in this section. 
The section then compares teachers’ responses against the 
learners’ responses to establish if there are correlations. 
Because of the broader nature of this research question, it was 
addressed through a series of sub-questions that sought to address 
the question in two parts;  
i. The definition of Inclusive teaching practice. 
ii. Finding out what characteristics distinguished them as an 
inclusive school and not an ordinary school. 
 
6.4.1 DEFINITION OF INCLUSIVE TEACHING PRACTICE 
When asked to define their understanding of Inclusive teaching 
practice, there were several answers given, wherein the following 
themes were derived. 
Theme 1: Inclusive teaching involves including learners with or 
without barriers to learning in one class.   
At the first focus group meeting of educator participants, it was 
agreed in one accord that there could be no Inclusive teaching 
practice without a school having learners with barriers to 
learning. One participant put it: 
“Inclusive teaching means assisting learners with different 
types of barriers to learning,”  
The unanimous agreement by members of the focus group was reached 
when I asked them to comment on whether they agreed with the 
statement above. Both their verbal and non-verbal facial 
expressions including the words that they echoed agreed. I asked 
the members of the focus group for a clarification of what was 
meant by barriers to learning through posing the question: 
“What do you mean by barriers to learning?” 
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One of the participants explained to me by use of examples that 
barriers to learning include visual impairments, problems with 
movement because of physical disability, barriers to the language 
of instruction, explicitly affecting non-isiZulu speaking children 
because the school was an isiZulu medium school for Grades 1-3 and 
English for Grades 4-7. Learners whose home language was Venda or 
any other African language were disadvantaged. However, their 
parents had placed them in these schools because they felt that, 
in the absence of finding a school that offered their children 
instructions in their home language, isiZulu medium school was the 
closest language that they could identify with. On the contrary, 
this was not always to their children’s best interest.  
Data analysis of observations of the teacher’s actions in the 
classrooms showed that there were learners with barriers to 
learning in the school. 
An interview with the learners also confirmed that the school had 
indeed included learners with barriers to learning and that it 
was, therefore, indeed an inclusive school. Although the learners 
did not necessary know how to define their specific learning 
barriers, they were aware that they struggled with school as some 
stated below. For example, with a subject-specific challenge:  
“I struggle with Maths and English”. 
“I struggle to copy down work, and my handwriting is not 
good. Also, I am not able to follow [concentrate] the 
teacher”. 
The learners, therefore, confirmed the teacher’s definition that 
Inclusive Education happened in an inclusive school that accepts 
all learners, with or without barriers to learning: 
”It is a school where they help you if you are struggling 
with reading and writing.”  
The analysis of data from teachers, learners and observations 
made, therefore, all agree that teachers understood what Inclusive 
Education was. That it was about including children with barriers 
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to learning, and that it required them to accept these learners 
in their classrooms. It is important to note that although the 
children had been accepted into the classroom, knowing and dealing 
with barriers meant a different thing to the teachers as the 
learners’ comments suggested that although they were in the 
school, most of their needs remained unaddressed. 
 
Theme 2: It Means Including Every Learner. 
Another definition for Inclusive teaching that was given was, 
including every learner. The participants further elaborated this; 
accommodating all kinds of learners including the highly gifted, 
below average and all other learners. One teacher put it this way; 
“Inclusive teaching means including every child. This means 
that we teach them according to their abilities.” 
Inclusive teaching practice was, therefore, viewed to mean 
including children and teaching them according to their ability. 
One way the school included all children with different abilities 
was through screening them to identify their levels of ability. 
The LST explained that screening was done at the beginning of the 
year using set literacy and numeracy material. Knowing the 
different abilities of the children when teaching them was viewed 
as essential to planning and understanding Inclusive Education as 
one teacher quoted: 
“We screen them to identity their ability. Sometimes it’s not 
possible [to get the accurate information reflecting the 
child’s ability], it may be more, or it may be less.” 
The notion of including every child did not only refer to the 
barriers but also referred to race, religious beliefs, cultural 
background and every other aspect that pertains to the child. For 
instance, an assembly that included prayers and words of 
encouragement that were religiously based was not compulsory to 
all learners as one teacher put it:  
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“At our school, assembly is not compulsory because of [the 
different] religion. The school practices Christianity and 
some children do not come to assembly if they are not 
Christian.” 
Other ways of ensuring that every learner was included were through 
sports and cultural activities. Some learners who are not very 
good in the classroom felt they could excel at sports and, 
therefore, they were included in that way.  
The learner definition also agreed with this definition as they 
put it: 
“It is a school where they accept everyone. It is a school 
where they accept all the children no matter how good or bad 
you are”.  
The observations made, however, revealed that the meaning of 
including every learner could be subjective from the side of the 
teacher. It could mean that, by the teacher having the learners 
in their class, they accepted them in their physical space, even 
when their teaching approaches did not support inclusive learning.  
The learners, on the other hand, viewed acceptance differently 
when they said that they felt that they found a few the subject 
content challenging to grasp. This means that the teachers were 
not teaching to their level. Although the teachers’ responses 
indicated that they felt that they included all learners, the 
learner responses hinted that they felt excluded from the learning 
experience. Including them in the classroom environment did not 
necessarily imply including them in the teaching and learning 
process. 
As with Education White Paper 6, it came out clearly that the 
understanding of Inclusive Education encompasses including diverse 
learners with different learning needs, into the school. However, 
the physical placement of the learners in the school did not 
necessarily mean that their learning needs were met. 
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6.4.2 OTHER CHARACTERISTICS OF A FULL-SERVICE SCHOOL 
Theme 3. It Requires Infrastructure Changes 
After defining Inclusive teaching practice, members of the 
research group pointed out that it is not only how we describe the 
way we teach in words and in practice that makes a school 
inclusive. The group agreed that there had to be physical evidence 
to visitors coming to the school that the school was inclusive. 
Therefore, the participants agreed that the definition should 
include characteristics that defined visible changes to the 
classroom infrastructure, which testified to the fact that the 
school and classrooms were able to accommodate learners with 
physical barriers. These include having ramps on the buildings to 
assist with access for persons with mobility difficulties; as well 
as having braille available in the school for the learners with 
sight challenges. The following direct quote by one of the teachers 
is evidence to this: 
“Our buildings are not the same as other schools although 
before they were the same. We have ramps, toilets for 
wheelchair, and even a ramp at the gate to deliver some of 
the learners on a wheelchair.”  
Evidence from my observation of buildings and grounds attested to 
the infrastructural changes that were done to the school.  However, 
it appeared as though they were not very easily accessible from 
all the classrooms since they had not been a part of the original 
architecture, but an add-on and the school had no lifts. Teachers 
did not seem to be using assistive devices. For example, although 
there were blind students in some classes, braille was not in use 
in any of the classrooms, even though the school had been supplied 
with braille.  For example, when asked why they were not using the 
available braille, one of the teachers said: 
“There is braille available in the school, but I have not 
trained how to use it yet. I still need to enrol and go for 
training.” 
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The classrooms were cramped and not easy to manoeuvre with a 
wheelchair. For example, asked about how they moved about the 
school from one classroom to another, one of the learners cited: 
“My friends help me. Sometimes they carry me on the stairs 
if the lift is far.” 
It can, therefore, be said that for a school to be inclusive, 
there must be a visible difference regarding infrastructure. There 
must be lifts to assist learners with mobility difficulties, as 
well as the use of braille to assist those with visual impairment. 
 Theme 4. It requires a change to School policy and practice 
It was agreed by the participants of the focus group that for a 
school to be inclusive; there had to be a clear defined policy 
detailing how inclusion was to be implemented and addressing the 
concern about supporting learners in large classes. For this 
school, the staff had been trained at the University of 
Johannesburg before the implementation of Inclusive Education. 
However, training needed to be ongoing as some of the staff had 
since left and new ones that were not trained had since joined the 
school. This quote from data supports this:  
“We make our curriculum flexible, and we have LSE whom we 
plan together especially in Languages and Maths, even though 
we do not have enough LSE”,  
There was, therefore, a need for support and training in inclusive 
practice. When asked about how LSE supported teachers who did not 
have inclusive teacher training to understand inclusive practices, 
the senior LSE had this to say about their understanding of school 
policy: 
“We have LSE to support teachers, and if the learner needs 
extensive support, we have a referral system. When we attend 
cluster meetings, we realise that the ordinary schools do not 
have any idea of what referral system is. We are guided by 
the government policy for referral”.  
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Three LSE had been employed by the school to support the teachers 
and learners of the school. The parent body had been given 
information at various parent meeting sessions held by LSE. The 
following extract confirmed this by one of the teachers;  
“I call in parents to find out what the problem is. Sometimes 
we keep the parents behind after school parent meetings on a 
Saturday morning, and then we give them important information 
on how they can assist the children from home.” 
The school had a policy of remediation. For example, one of the 
learners confirmed this by saying:  
“We are taught in remedial classes offered in Maths and 
English as an extra to us when we experience barriers to 
learning. Sometimes it is to consolidate and they [LSE] re-
teach us some of the difficult concepts that we had not been 
able to understand.”  
Analysis indicates that although the school policy does not seem 
to be clearly defined, it is neither understood nor practised by 
all. Even if the school had a policy on inclusion, the 
implementation was a challenge from the analysis above. Although 
the referral system seemed clear to the LSE, the school policy was 
not clear on the level of inclusive training of the educators, the 
class sizes expected, the level of support for the teachers and 
parent support and involvement. 
 
6.5 CURRENT PRACTICES WHEN TEACHING LEARNERS WITH 
BARRIERS TO LEARNING 
The objective of this question was to find out how the teachers 
mixed their teaching to include learners with and without barriers 
to learning, including the gifted ones. The themes below represent 
what teachers gave as well as what was observed as their current 
practices.  
 
 
167 
 
Theme 1. Extending the Gifted Learners 
The analysis of data seems to suggest that teachers provided gifted 
children with extra work that was more challenging than that of 
their peers. Some participants reported that they extended the 
gifted children by giving them extra work, as one participant 
noted;  
“I give extra work to help the very clever children so that 
they can extend themselves.” 
This was confirmed by a learner who stated: 
“My Sotho teacher gives me extra words to learn when I finish 
my work.” 
It was confirmed through observation that teachers were indeed 
giving additional work to gifted learners. For example, in a Grade 
3 class, the learners who completed their work with excellence, 
ahead of the others (assumedly gifted learners among them) were 
given an extra reading task.  
The indication is that extending gifted learners through the 
provision of additional work was a practice of extending them 
while including everyone. Apart from extending the learners, 
another purpose of giving extra work was to keep them engaged and 
challenged at their level so that their learning needs were met. 
Theme 2: One-on-One Support 
The study seems to indicate that one-on-one learner support, 
especially for the learners who were on a special programme (with 
barriers to learning), was regarded as necessary by teachers. This 
strategy came out as one of the most common strategies applied by 
almost all the teachers. The participants noted the con of this 
strategy as time-consuming and exhausting on the side of the 
teachers. This method of supporting learners one by one while 
leaving the rest of the class to work on their own, although seen 
as popular, was acknowledged to be in practice by many of the 
participants. This extract from data is illustrative of this: 
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“I support the ones that struggle one-on-one. What I do is, 
after I am done with my teaching, I call them [those who are 
struggling] to the front and help them one by one while the 
rest of the class continues with their work”. 
Despite the teachers reporting exhaustion and dedication of too 
much time to one-on-one support, on the other hand, data from 
learners suggested that they benefitted significantly from one-
on-one support, especially from their learning support teachers. 
One learner stated: 
I go for extra classes or ask the teacher to help me. I go 
for extra classes with learning support, and they explain 
better, or I go to the teacher and ask them when they finish 
to teach. 
It is evident that in their quest to include all learners, one-
on-one support strategy was valued to be beneficial by both 
teachers and learners although with scepticism about time 
consumption and exhaustion on the part of the teacher having to 
repeat instructions to different learners several times. 
Theme 3. The Use of Group Work  
The study has demonstrated that group work is one of the more 
common inclusive teaching practices that were used across most 
classes. Each teacher had their ways of grouping learners, and 
they mostly agreed that group work was an effective way of 
including learners with barriers. One teacher, however, cautioned 
by stating: 
“I use group work a lot, but I have to be careful all the 
time because the children can label some groups as the stupid 
ones, like when I group weak ones in order to give them a 
task at their level, so I try to vary the groups. I mix the 
learners up after some time.” 
Data from observations seemed to suggest that teachers were using 
group work. For instance, in a Grade 5 Maths class, the desks had 
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been set in a way that the learners were grouped. They seemed to 
be consulting each other while working together. 
While group work was held to be in use by teachers and supported 
by Vygotsky’s Zone of Proximal Development, the practicality of 
using it in an inclusive teaching approach was not clear from the 
observations. The desks had been grouped to suggest group work. 
However, there was no clear emphasis on the use of group activities 
in some of the classes observed.  
Theme 4. Differentiated Teaching  
The study has shown that differentiated teaching was a favourable 
strategy by some of the teachers. The teachers who reported to use 
it differentiated the type of work according to the learners’ 
abilities, as one teacher said: 
“I am giving group work based on ability, but it is difficult 
to rotate around the classroom checking on the learners 
because of overcrowding in the classroom. My class has 65 
children.”  
Some of the teachers differentiated their teaching in the way they 
presented the lesson. As was acknowledged earlier, overcrowding 
and large classes are a major frustration with classes of over 50 
learners in small-sized classrooms with no teaching assistants. 
On the other hand, the understanding of differentiation by 
teachers was implemented according to the learners’ level of 
subject matter understanding, as one teacher put it:  
“I teach by differentiating depending on the learners in the 
class by first teaching to the whole group; if they are good 
as a group, then they are extended by me going deeper [into 
the content], and if they are mostly weak, I teach at a slower 
pace.”  
There were, therefore, different ways that the participants 
understood and practised differentiated teaching. Perhaps one of 
the best practices of differentiated teaching was given by the 
teacher who said:  
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“For me the same things I do for learners who struggle, I do 
for the whole class. I plan for everyone and make sure that 
all learners benefit. I realise that what can help those who 
struggle can help the others as well.” 
This was echoed by some of the learners when one said:  
“I like it when they [teachers] give examples that are easy 
to understand, and also I want the teacher to give me more 
practice words in English and more homework to learn from”. 
  
This implied that some of the teachers were differentiating work 
at the level of the learners by giving an appropriate level of 
work. 
 
Observations, however, revealed that many of the teachers were 
giving the same work to all the learners and not differentiated 
work. Very few were differentiating within group work. 
 
The differentiated teaching tended to apply Bloom’s taxonomy of 
multilevel teaching and was not necessarily mindful of learner 
interests and multiple intelligences. Differentiation was, 
therefore, regarded by teachers as an inclusive teaching 
methodology. However, it is both understood and misunderstood 
differently by different teachers as is evidenced in the way they 
practised it. Some used it appropriately to the benefit of all 
learners, while others disadvantaged some of the learners by 
differentiating based only on the learners with barriers to 
learning without considering those who needed an extension. 
 
Theme 5. Baseline Assessment of Learners  
Assessing learners at the beginning of the year to find out what 
needs they have, was viewed as a good starting point to inform 
teachers of the learning needs of their learners, especially those 
with barriers to learning. The government has recommended that 
special schools become a resource to full-service schools by 
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providing specialised professional services and guidance. One 
teacher reported;  
“Beginning of the year, I do baseline assessments in English 
and Maths to see what level they are. It is easy to identify 
the learners for example, if they are omitting words, or 
mixing letters. Then I refer the ones that need help to the 
School Based Support Team (SBST). The learners are then 
screened further, and those who can’t be helped by SBST are 
referred for department intervention, and that is when it 
becomes difficult to get support on time.” 
However, not all teachers were doing baseline assessment, and 
therefore there were some undiagnosed cases. It was also reported 
that this was the only full-service school in the neighbourhood, 
yet it was not easy to get help from the District office. The 
response from the district office was prolonged and by the time 
they responded, much time had been wasted to the detriment of the 
learner such that the situation of the learner got worse, as one 
teacher put it; 
“However, there are problems when it comes to supporting the 
learners with barriers to learning. There is a gap, and we 
no longer get the professional support that we used to get. 
We do not get support on how to identify them. We as teachers 
have become the teacher, support, social worker, and 
government support is not readily available. The teacher 
assistants that used to come in to help us no longer come.” 
There was a high repeat rate among the junior Grades 1, 2 and 3 
to suggest that learners had not been identified early enough to 
receive support that would enable them to achieve better and not 
fail the grade. 
The study seems to indicate that if baseline assessments are done 
well at the beginning of the year, most of the learning 
difficulties can be addressed better because the teacher will 
understand the learning needs of their learners. Those needing 
specialised support will also be referred on time to the District-
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based support teams without learners wasting a whole year and 
failing a grade. 
Theme 6. Varying the Teaching Methodologies and Approaches  
The teachers’ approach to teaching methodology was cited as one 
that would either enhance or hinder the learning process. This was 
dependant on the nature of the barriers to learning in the 
classroom. An example one of the teachers cited was: 
“If the learner doesn’t understand a topic, I will use a 
different strategy, like I can call another learner who 
understands to the front of the class to explain in the way 
they understand or demonstrate it”. 
On a similar note, the learners stated:  
“My teacher explains and gives examples, then the teacher 
gives me problems in Maths, and she checks if I am doing 
right”. 
Alternatively, as another one put it; 
“I like it when they explain better and give examples that 
are easy to understand; I want the teacher to give us more 
books and more examples.” 
I observed two of the teachers try different ways of teaching. One 
of them asked a learner to show the others on the board how to 
work out a specific problem. Another one used mnemonic to help 
learners remember a Mathematics method. 
The indication here is that teachers and learners highly regarded 
varying teaching methodology as an essential practice that 
included more learners in the teaching and learning process. 
Learners appeared happy to be involved in the teaching and learning 
process, and there was more success recorded when the learners 
were involved and made to understand the context better using 
practical examples. 
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Theme 7. Varying The Learning Environment. 
The study is indicative of the fact that varied environments other 
than learners being stuck in the same rigid classroom environment 
enhanced learner participation. There were signs from the learners 
that they preferred to be taught from a well-resourced centre. 
These quotes attest to this:   
“I want to check on a computer when I am working so that it 
can help me with spelling.” 
“I liked it when we went to the internet/computer room, and 
I want the teacher to send us to PE more because I love life 
skills.” 
The teachers seemed to have been convinced that that change of 
learning environment made the learners excited and curious about 
what was going to be taught. One teacher gave this example:  
“Teaching them from outside in the shade gets them curious 
to know why. They prefer it to sitting in the classroom, and 
they get excited.” 
Unfortunately, observations around the school showed that the 
school was on a small property with minimal outer facilities and 
minimal ways of manoeuvring. The computer room was not always 
functional due to computer theft that was common in the area. 
It is evident that teachers believed that environment and 
resources play an essential role in the inclusion of diverse 
learners in the teaching and learning situation. Most of the 
teachers were open to a change of teaching environment but seemed 
stuck with not much choice. If given a choice, the learners would 
have preferred outdoor education or learning in a resource centre 
as an option to staying in the classroom. 
Theme 8. Collaboration  
It became apparent in the study that few teachers thought that 
collaboration was an option that enabled them to meet the 
174 
 
challenges of teaching a diverse class of learners. For instance, 
one of the teachers spoke positively about collaboration saying:  
“I also tried something similar [collaboration], and it 
worked. I teach grade 6 but had learners who struggle, and I 
sent them to a grade 4 teacher to help them with sounds, and 
it worked. I also invited a teacher who is good with creative 
writing to teach my learners and their essays improved. 
Observing other teachers or asking for help motivates and 
gives a good example.” 
Although it seemed as though not many teachers were collaborating 
at the time, the learners mentioned that they liked going to the 
LSE for concepts to be reinforced. This signified some level of 
collaborations because the LSEs needed to know what was covered 
in the lessons in order to reinforce it. This quote from the 
learner attested to this: 
“I like it when I go for learning support, and they explain 
better.” 
The LST also mentioned that during Saturday parent meetings, they 
made time after the parent addresses to meet some of the parents 
for collaboration. This is where they got some insightful 
information about learners with barriers to learning.  They could 
share with teachers to help them understand the learners, as one 
teacher pointed out: 
“I meet parents and chat to them after the Saturday parent 
meetings to find out what the problem is.... the history of 
some learners is inaccessible, and it is not always easy to 
find parents on their phones because they change sim cards 
often.” 
It is clear from the above that collaboration was valued by 
teachers. The collaboration worked among teachers, LSE, and 
parents. It was, however, evident at this stage that except for a 
few of the teachers, some teachers were not collaborating enough. 
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Theme 9. Creating Learner Profiles  
As earlier indicated under theme 5, some teachers were conducting 
basement assessments which were then used by some of them to create 
learner profiles, together with other information and evidence 
that they collected on the learners during the year. The LSEs kept 
the profiles of the learners that were receiving learning support 
because of the sensitive nature of some of the information 
contained in the files. 
The teachers also sought information from the parents in order to 
understand the learners learning needs and assist them 
accordingly. When asked how they collected information on 
learners, one of the teachers gave the statement below: 
“I call in parents to find out what the problem is. Sometimes 
I get good insights, but sometimes, it ends in a blame game, 
and then I must be the counsellor if they do not want to take 
responsibility. The history of some learners is inaccessible, 
and parents are defensive. Unfortunately, we can’t even reach 
them on the phone because they change phone numbers 
frequently and therefore school records are not reliable when 
they change their phones.” 
The analysis of cumulative learner files suggested that assessment 
was done to inform teachers about the level at which the learners 
were, and what skills they had or did not have. There was also 
confidential information on psycho-educational assessments done 
on the learners, as well as medical information, which was to 
inform the teachers on how to assist the specific learners. 
The indication was that to develop learner profiles, teachers must 
embark on the assessment of learners from the beginning of the 
year, in order to gather insightful knowledge about each learner 
and their needs, and if some issues needed addressing, they ought 
to consult parents and LSE for further information. This can then 
inform them on how to teach these learners or guide them on the 
learners that may need a referral. 
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Theme 10: Creating a Welcoming Classroom Environment that is non-
threatening. 
Observation of classrooms showed that some of the teachers had put 
an effort in creating warm, happy and stimulating classroom 
environments. This was evidenced in the pictures and charts on the 
walls. Some of the teachers also took the time to listen to each 
child’s questions without being judgemental or biased. Asked about 
the significance of the resources displayed on walls and how this 
affected inclusive learning, one of the teachers stated:  
“I like to keep my classroom warm and happy with colourful 
chats that remind the learners the alphabet and some of the 
learners’ drawings makes them happy when I hang them up.” 
The learners did not seem to notice the resources in the classroom 
much, but they were more concerned about the attitudes of teachers. 
Learners complained that some teachers punished them when they did 
not know their work, while others spoke to them harshly. They 
instead said they preferred teachers with a sense of humour. This 
extract from one of the learners attested to this: 
“I don’t like it when they punish us. They must stop shouting 
at us because I don’t want the teacher to call me a fool.” 
 
“The teachers must stop punishing us and punish only the ones 
who bully.” 
 
It can, therefore, be said that although some of the teachers felt 
that having a friendly and welcoming classroom meant decorating 
the classrooms with chats and pictures, the learners felt that 
they did not only feel welcomed by the classroom décor but instead 
felt that it was the warmth and friendliness of the teachers and 
fellow learners that made them feel welcomed. 
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6.6 WHAT ARE THE NEWLY ACQUIRED PRACTICES THAT WERE PUT 
INTO PRACTICE 
This section analyses the data obtained during the action and 
reflection phases. In this phase, the teachers were implementing 
the actions that they viewed to be promoting inclusive teaching 
practices and then reflecting on their actions in order to make 
further improvements until they were satisfied that their teaching 
met the needs of diverse learners in their classrooms. This 
section, therefore, addresses two areas of significance in the 
study: 
i. New practices implemented during the action phase 
ii. Reflections of teachers on what worked better. 
 
6.6.1 NEW PRACTICES IMPLEMENTED DURING THE ACTION PHASE  
This question was aimed at finding out the new practices that 
teachers were implementing as a result of focus group discussions. 
The first two themes aimed at getting to know the learners better 
so that teachers could design their teaching according to the 
learning needs while empowering them to learn how to express 
themselves. 
Theme 1: Empower the Learners by Teaching them how to Express 
Themselves:  
The study seemed to indicate that communication with learners was 
highly valued for inclusion. For instance, A Grade 5 English 
teacher reported that it was important to teach learners how to 
express themselves as a way of helping them communicate better. 
This is what she said: 
“I observed based on what we spoke about. During the shared 
reading lesson, I realised that in my teaching, I had not 
been challenging my learners to express themselves. Most of 
them were only comfortable with yes/no answers or one-word 
answers but were not exposed to explaining their answers. 
This week, I asked them questions that required them to think 
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and explain, and they found it hard to answer, most of them 
preferring to keep quiet, so it is something that I would 
like to try and build on them. As long as they can speak in 
sentences. They struggle to express themselves… This week, I 
interacted, we read a paragraph, then we stop, and we talk 
about it... I would now like to try it with listening; I want 
them to listen and give me the sequence of events to improve 
their listening.” 
Data from both observation and interviews with the learners 
highlighted their inability to express themselves and communicate 
effectively. While interviewing learners for the first time, most 
of them were not able to articulate what their concerns were, and 
could only say statements like, “I struggle with Maths” or “I 
struggle with English”. They were not able to express themselves 
in detail or articulate what exactly they struggled with in a 
subject. Further, most of them just mimicked what their peers said 
without confidence.  
Therefore, teaching learners how to speak in full sentences and 
express themselves was viewed to be a good start in the quest for 
them to interact meaningfully and address their educational needs.  
Theme 2: Know your Learners because Each One is Unique 
Having the background knowledge of learners seems to be viewed as 
of paramount importance by teachers as a means of being able to 
include all learners from all backgrounds. For instance, some of 
the teachers decided to gather background information on the 
learners with barriers to learning in order to understand their 
learning challenges so that they could know how to assist them 
better. If they were not able to get information from the learners’ 
previous teachers, they reported that they either approached the 
LSE or the parents. One teacher stated: 
“I now keep learner records better so that I can share the 
information with next teacher.” 
On the part of the learners, self-knowledge about their needs was 
found to be significant. For example, when asked how they knew 
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their strengths and weaknesses of their learning, one the learners 
said:   
“I understand if I sit closer to the front and I can 
concentrate. I also sit closer to the board and then I can 
see properly.” 
 
The interpretation of this analysis is that it influenced 
effective teacher-learner interaction and communication, which was 
significant for inclusion. The same can be said for learner self-
knowledge about what affects their learning. 
The next five themes give an account of the strategies that were 
implemented during the actual teaching and learning process. 
Teachers did these in an effort of trying to offer learners not 
only with knowledge but with a rich learning opportunity and more 
importantly, in ways that were beneficial to learners with 
barriers to learning while bearing in mind the past learning 
experiences and contexts of the learners. 
Theme 3: Different Methods of Presenting the Lesson while 
including a Variety of Resources 
Teachers viewed varying teaching methodology and resources 
(teaching aids) as one of the cornerstones of inclusive pedagogy. 
For instance, many teachers said they were trying to teach in ways 
that catered for the varied learning needs of the learners. A 
Social Sciences teacher cited the introduction of different 
resource materials to supplement teaching. The example given was: 
“The topic I am doing with grade 7s, Volcanoes, I introduced 
different readily available resources to supplement my 
teaching. I asked leaners to watch the news or look through 
newspapers and then we talked about it. I also asked them to 
use their parents’ phones to search for information on how 
volcanoes are formed, but the use of phones did not work very 
well because very few of them did the homework. I then gave 
them an activity related to what we had learnt to reinforce. 
The problem with the learners is mostly reading, and some did 
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not do. So, I gave them an open book activity for them to 
refer to. I think the learners are not giving themselves 
enough time to look at the posters that I have put on the 
wall.”  
It also became evident that making use of visual information and 
visual stimuli was a strategy that several the teachers were using 
to for illustration of ideas and concepts. A picture can trigger 
other information that learners can share with the rest of the 
class, and this was reported to excite them. In support of the 
significance of visual aids to support learning, one of the Maths 
teachers cited: 
“I give learners visuals in the form of pictures or diagrams 
to help them get the idea. I then give them a visual structure 
to follow when answering questions and this worked well for 
all learners but especially the ones who needed support.” 
A General Subject teacher mentioned that while introducing a new 
topic, she showed pictures first to stimulate them, then read to 
them the questions that held information they should look for in 
a passage so that they could think ahead before reading the 
passage. She then moved to the back of the class and read the 
passage while the learners searched for the relevant information 
from the passage. She reported that although they might struggle 
with questions, when they saw pictures, they were able to interpret 
better. It was noted that some of them, however, looked for the 
wrong details in a picture, and hence the need to be taught how 
to read pictures because some learners assumed that they always 
had to be looking for hidden meaning. She explained; 
“We can’t have [wall] charts too small, and we can help each 
other if we see another teacher has smaller writings… we 
share and get ideas on how to teach better… this is an 
advantage to all learners…teaching using visual, audio, or 
doing practical work etc. I use a variety of textbooks, make 
teacher notes available by photocopying for the ones who are 
slow to write.” 
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The analysis above shows that the use of different teaching 
methodologies through presenting the lesson in multiple ways and 
while using a variety of resources had the benefits of enabling 
the learners with visual, auditory, attentional, and other 
difficulties get to benefit from the lesson and have their learning 
needs met. In the process, all the learning needs were included 
in the lesson presentation. 
During the action stage, teachers had been paired up to observe 
each other and in return, give feedback to each other. Each teacher 
kept an observation diary and used an observation schedule (see 
appendix 1) to observe one another in practice. Many of them 
reported that different teachers were trying out different methods 
of approaching a given topic; in ways that made it easier for the 
learners to access the concepts. I was able to witness this during 
my observations as well.  
Theme 4: Medium of Teaching and Instruction must be Understood by 
the Learners 
The study has demonstrated that the medium of instruction played 
a role in the inclusion of learners in the teaching and learning 
process. In this study, given that English was not the home 
language of the learners, teachers found that it was essential to 
teach the vocabulary related to a topic before addressing the 
topic. The important words used in instructions were also 
addressed directly through repetition of the instructions and 
important points repeatedly. A Social Sciences teacher explained 
how she did it: 
“I decided to address the vocabulary related to a topic before 
reading or teaching a case study. I ask the learners to scan 
through the reading material and tell me which words they did 
not know. Then I explain the meaning of those words and 
practice making sentences with the newly learnt vocabulary 
to ensure that the learners understand the meaning and how 
to use the words before tackling the topic at hand. Although 
it took more time and planning, I found it to be more 
beneficial as it worked a lot better than before.” 
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It was mentioned at one of the focus group sessions that it was 
also essential to recap the important information as well as the 
vocabulary in the ensuing lessons instead of making assumptions. 
The following quote attests to this:  
“I put them in different groups with different words to 
practice using so that they can improve their vocabulary and 
express themselves better as they learn.” 
My observations confirmed this. For instance, while observing an 
English lesson during the action phase, the teacher gave a 
vocabulary of words related to the topic that learners were about 
to read before the reading took place. The learners approached the 
reading with confidence and without the fear of meeting vocabulary 
that they did not know how to pronounce. When asked how helpful 
it was to learn, one of the learners said:  
“I understand better when they teach us to use new words. 
Some teachers explain in Sotho or Zulu for us to understand 
better, but I want them to teach us English well so that we 
understand how to speak it.” 
The analysis seems to show that introducing learners to the 
language in which the subject is taught formed the foundation for 
inclusive learning especially when the language of instruction was 
foreign. Although some teachers resolved to explain in the local 
languages instead of addressing the vocabulary related to the 
subject, the learners expressed the desire to want to know how to 
speak and learn in the language that is the medium of instruction. 
This would then place the learners in good stead when moving to 
the next grade and when approaching concepts that are more 
challenging. 
Theme 5: Teaching Methodologically in ways that Aided Learner 
Memory 
Learner retention of knowledge was regarded as crucial for 
inclusive learning. The teacher participants felt that they had 
to do something about their teaching methods in order to enable 
the learning process to improve. When probed, teachers mentioned 
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a range of specific strategies that they had started applying in 
this regard. These strategies included: 
i. the use of more examples for illustration purposes and 
visuals;  
ii. being methodological when approaching mathematical and 
scientific explanations;  
iii. asking learners to explain their answers instead of yes 
or no; 
iv. encouraging creative writing; 
v. doing class activities that were practical. 
While teachers thought that these were helpful, the challenge was 
that of getting resources for activities and visual stimulation 
without the use of technology. However, they understood that if 
they taught well, the need for individual support would be 
minimised.  
On the contrary, analysis of student feedback indicates that when 
teachers explained information better, their understanding during 
the lesson got better, and hence less reliance on the LSE. The 
following quotes from two of the students were evidence to this: 
“I understand better when they explain step by step with more 
examples.” 
“I do better when they give us projects to do.” 
Based on the analysis it seems as though teachers understood the 
importance of teaching methodologically in ways that aided student 
memory. However, due to limited resources and the amount of 
preparation needed, they were taking shortcuts and not aiding 
learner understanding and memory.  
Theme 6: Differentiated Teaching  
Differentiating teaching was viewed by teachers as fundamental for 
inclusive pedagogy and learning. For instance, to assist the 
learners that were not coping with the expected amounts of set 
work, some of the teachers who had not applied differentiated 
teaching tried it. Two specific examples were mentioned as having 
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been tried and were working.  The first method used was that some 
of the teachers had differentiated the reading work, whereby some 
learners were given a different text for reading that was of a 
lower level in terms of the language and vocabulary used compared 
to the text; what the other learners were given to read, even 
though both texts were under the same theme. When asked about the 
importance of this to inclusive learning, one of the teachers 
alluded: 
“Language is a challenge to most of the learners, both 
understanding and the command of it due to their poor 
background and environment, so I give them work that is at 
their level because of their limited vocabulary and language 
until they improve then they move to the next level.” 
Asked if this was helping them to learn better one of the learners 
stated: 
“I like it when they give us work that we understand instead 
of difficult work, and then they call us stupid,” 
Another form of differentiation given was where a class task was 
given to the learners, but the questions were graded at different 
levels for different groups of learners. In both cases, the 
teachers were interested in the learners being able to make 
progress based on their level. When asked about how this helped 
some learners to learn effectively one of the teachers explained: 
“I grade the questions and grade the work when setting the 
task so that everyone can achieve at a certain level. I assess 
what they know, not what they do not know.”  
On the contrary, one of the teachers was against differentiation 
as he felt that it was unfairly advantaging some learners by giving 
them work at different levels, or if learners were not given the 
same form of assessment. Although this was discussed at length at 
the focus group meeting and teachers agreed, the way 
differentiation was practised was different for every teacher and 
not uniform through. 
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It is evident from the data analysis above that differentiated 
teaching can be instrumental in enhancing inclusion. If the 
teachers understand differentiation correctly, then they can 
integrate it flexibly in their teaching and assessment processes 
for the benefit of all learners. 
Theme 7: Role Playing  
The study has shown that role-playing was a fun way to enhance 
inclusive learning.  For instance, it was commonly used by home 
language teachers, especially in Grade 7 isiZulu class.  
The advantage of using role-playing was that it did not necessarily 
require technology even though the use of technology, if 
available, would have enhanced it. Teachers were asked about the 
benefits of role-playing and this is what one of them indicated:  
“In isiZulu, I assign the learner a role to play in order to 
illustrate some of the work that we are learning, and it 
helps the learners understand and remember better.” 
On the other hand, the analysis of data from learner interviews 
suggested that learners thought this tool was helping them to 
learn effectively. For example, one of the learners had this to 
say: 
“I like it when we go outside and practice what we have 
learnt, or to act it.” 
It can, therefore, be interpreted from the analysis that 
creativity of the teachers to involve the learners in their 
learning through practical demonstrations and role-playing makes 
learning fun and easy to remember for the learners. It also 
replaces technology and is flexible to use outside space instead 
of sitting in the classroom.  
The next two themes looked at strategies around social dynamics 
and how to improve working together as teams in order to enhance 
teaching and learning. 
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Theme 8: Team Teaching (Collaboration) 
Teacher collaboration at first came naturally as a part of PAR 
requirement for the teachers to observe each other in their 
practice. Therefore, some of the teachers that had been paired to 
observe each other at practice went ahead according to their topics 
of interest. One of the teachers explained; 
“It helped me open up more when we observed each other and 
started to collaborate and share… turning into more 
collaborations. For example, when I observed and asked a 
teacher, why are those two learners going to a corner when 
they have finished their work, then I can copy etc. and we 
both became better teachers.” 
It emerged that the learners benefitted from team teaching. For 
instance, during my observation, it became apparent that some of 
the learners enjoyed discussing their work with the co-teacher 
while their regular teacher was busy with other learners. In 
addition, as I later learnt, these learners did not mind having a 
different teacher teach them. For instance, when asked if this was 
helpful in their learning, one of the learners stated  
“Sometimes the other teacher explains better.” 
The indication is that team teaching benefitted both teachers and 
learners in that while the teachers were able to complement each 
other’s strength in their teaching, as well as learn from each 
other, the learners benefitted better by having two teachers to 
rely on. 
Theme 9: Group Work  
Group work had been widely used even before the onset of PAR as 
well as during PAR. However, before PAR, group work had not worked 
effectively because the teachers had not thought of the emotional 
wellbeing and prospectus of learners with barriers, such that they 
had grouped leaners in their ability groups and the weaker groups 
were labelled. During PAR, more thought was put into a grouping 
with a view of maximising participation for mutual benefit. This 
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shift in the use of group work was evidenced by this statement 
from one of the teachers:  
“I used to group them according to their abilities, and 
because it was difficult for me to rotate around the class 
because of the tight spaces, it took me long to realise that 
some learners were labelling some groups as stupid. Now I 
rotate the groups around and then let them compete against 
each other for a reward. It makes me become innovative, and 
sometimes I assign each member of the group a role.” 
The use of group work took different formats. For instance, one 
teacher preferred having the groups compete against each other so 
that they were more involved especially if a reward was attached. 
Some preferred to assign each group member a specific role to 
avoid inaction among some group members, while others asked group 
members to grade each other’s contributions. Group work required 
innovation from the side of the teacher in order to keep them 
interested and in order to motivate them to stay focused.  Some 
of the problems that still existed during PAR were in home language 
groupings, where some of the learners, did not understand much and 
contributed less because of language barriers. 
Some of the teachers mentioned that they grouped the learners 
through:  
“I let the clever ones help those who were struggling instead 
of me helping them because it takes a lot of my time.” 
Another teacher mentioned; 
“I do buddy work by pairing them up in twos or three for 
reading so that a buddy explains to the peer”.  
The learners explained at their focus group meeting that they 
liked working in groups so that they could help each other when 
needed.  
It is clear from the analysis that group work can be instrumental 
in enhancing learner participation. Although some of the teachers 
did not use group work effectively, and different teachers used 
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group work differently, there are positive elements that were 
associated with group work. These included learners being able to 
assist each other and therefore relieve the teacher from one-on-
one support. The bright learners also benefitted in that they were 
able to act as teachers to the weaker learners hence reinforcing 
their newly acquired knowledge as well as getting a chance to 
practice expressing themselves through the language of 
explanation. 
The next theme was particularly of importance to the leaners who 
valued a change in the classroom environment and a break from the 
usual routine in order to increase their curiosity and creativity. 
Theme 10: A Welcoming Classroom Environment  
The study seemed to imply that a welcoming classroom environment 
was pivotal for inclusion. For example, teachers who felt that 
their classrooms had not been welcoming enough tried to change the 
atmosphere in the classroom by getting pictures and charts in the 
classroom. Other teachers had to change their approach of how they 
interacted with the learners so that they become more empathetic 
towards their needs, as well as keeping a positive attitude during 
teaching. When asked about how this change in the environment 
influenced the learning process by learners, one of the teachers 
alluded:  
“It shows the learners love, like if they appear sad and 
you ask them what is wrong. Also, I learnt that standing 
in front of the class does not work. So, I try to walk 
around and hear them, and identify those who are 
struggling.”  
The changed environment impacted on leaners. For instance, 
learners were now more inclined to sit in a place where they felt 
comfortable because they could approach the teacher to change 
their sitting arrangement for what worked for them. Another 
learner mentioned that they were able to see the board if they 
moved closer to the board because they were short-sighted.  
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One teacher had this to say of the learners who struggle to sustain 
attention: 
“I make sure that they sit either in front or where I can see 
what they are doing without them distracting other learners.” 
It is evident that a stimulating and welcoming environment is 
crucial for inclusive learning. The warmth that the teacher has 
towards the learners, the way the classroom is organised, 
including the seating plan of learners, and the approachability 
of the teacher all seemed to have a bearing on teaching and 
learning. 
The last theme was to do with assessments and best practice 
regarding assessment.  
Theme 11: Assessment of Learners 
The study appears to show that applying a variety of assessment 
strategies was instrumental for inclusion.  For instance, during 
the action phase, teachers endeavoured to apply different 
assessment strategies to the learners. Teacher participants 
expressed that they were relooking the way in which they were 
assessing learners in order to allow learners to demonstrate what 
they had learnt as opposed to making the assessments penalise them 
in their areas of weaknesses. In articulating the benefits of the 
use of a variety of assessment strategies, one of the teachers 
posited: 
“I grade the questions and grade the work when setting the 
task so that everyone can achieve at a certain level. I also 
assess what they know, and not what they do not know.” 
There was an indication that learners also benefitted from the 
application of differentiated assessment strategies. For example, 
when asked about how they felt when they are expected to 
demonstrate their knowledge in different ways, one of them said:  
“I like it when I do a project or write an essay that I like.” 
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The analysis seems to imply that differentiated assessment is 
critical for enhancing inclusive learning in that, learners ought 
to be given multiple ways of expressing themselves at their level 
in order to demonstrate what they have learnt. 
When the teachers had exhausted their practices and were satisfied 
with their new practice, the PAR process was concluded with a 
series of reflective sessions. The following is an analytical 
account of the reflective sessions with the research group. 
  
6.6.2 REFLECTION OF TEACHER AND LEARNER PARTICIPANTS  
Several reflections sessions were held. First was one-on-one with 
each of the individual teacher participants as I recorded their 
thoughts in the form of notes. Afterwards, we had two sets of 
whole group reflections with the focus group, first to get everyone 
to share their reflections with the rest of the group, and secondly 
to agree as a group on the framework for teaching diverse learners. 
There was also a reflections session done with the group of 
learners as a focus group. My reflections as the key researcher 
were captured in my research diary and used as a part of the 
analysis. The whole analysis of these different sources of 
reflective data culminated into the following themes: 
Theme 1: Record Keeping   
The study seems to point out that teachers thought that knowing 
the learners’ background was instrumental in planning how to 
support their learning. As the teachers reflected, they felt that 
teachers must know their learners by name, and what their needs 
were before attempting to teach them. They felt that for them to 
understand their learners better, they needed to keep learner 
profile records better. They felt that through the PAR process, 
they had started improving their record keeping and were now better 
able to monitor those in danger of failing or repeating a grade. 
Further, that they could help these learners remedy the situation 
in time by offering better support mechanisms. For instance, one 
teacher indicated; 
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“I am supposed to show records of what I have done to support 
the learners especially if they fail. I must prove that I did 
some interventions, and this helps me keep records for proof 
of my interventions. For example, I found out that one of my 
learners has epilepsy, and we have no school nurse, and no 
support, but I know the child is in the right school. Now I 
can help the child because I am better informed.” 
In the example above, such a learner with epilepsy was better 
understood and supported if their condition was known. The 
teachers could also not punish the child if it was understood that 
the child’s condition made him tired or sleepy due to medication. 
Another teacher reported; 
“I currently have 21 children who are repeaters. Some are not 
on IEPs, and I am only allowed by the department to fail 2 
or 3. I do not get support for my class, and as a full-service 
school, this research has been an eye-opening for me.” 
The learner responses had been on the affirmative that teachers 
knew them better and were not calling them names. This extract 
from one of the learners is evidence of this: 
“I like it when the teacher calls my name and helps me.” 
The study seems to confirm that the teacher’s understanding of a 
learner’s background knowledge is fundamental in assisting them 
plan their lessons with the learner’s needs in mind hence, 
supporting and meeting the learner’s needs. The mere fact that 
teachers started recording the necessary information about 
learners, information that could be retrieved at any time for 
learner support, seemed important in helping the learners achieve 
better.  
The next two themes looked at lesson presentation that involved 
inclusive teaching methods. 
Theme 2: Better Teaching Practices 
The study seems to suggest that teachers believed that reflexivity 
and critical evaluation of their teaching practices were necessary 
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for inclusion. Various teacher participants reflected on how they 
had started critically examining how they taught in order to make 
improvements that accommodated a broader spectrum of diverse 
learners in the classroom. They mentioned that they felt that they 
were starting to understand learning barriers of their learners 
with a new sense of purpose that required them to explore new ways 
that would assist the learning process of these learners to take 
place. These ranged from addressing issues around vocabulary, 
exploring ways to extend the gifted learners, purposing to become 
more creative using readily available materials and resources such 
as magazines, cell phones, and other visual aids to enrich their 
lesson. This quote from one of the teachers attests to this:  
“Looking back, I did not used to plan like I do now. For 
example, now my teaching aids are more visible because I 
cannot have them too small…and I teach using visuals, audio 
and practical work all the time.”  
The new teaching strategies that they had adopted revolved around 
engaging the learners in the learning process more by giving the 
learners more chances for action and to express themselves. They 
mentioned that they had improved their questioning methods to 
avoid yes/no answers in order to assist learners to express 
themselves in full sentences. They, therefore, employed open-ended 
questioning methods. They were now planning the lessons 
effectively with specific learners in mind, and their teaching 
followed methodological explanations that were systematic and 
followed a step by step order that was easy for learners to follow. 
One teacher explained:  
“I had to change my teaching style of question and answer 
thing the whole time. Therefore, I put them in different 
groups with different words to use, so that they improve 
their vocabulary and express themselves better. Before I 
helped individual learners at the front desk, now I use their 
questions to help the whole class.” 
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The teacher reflections on how good they were getting at teaching 
for the needs of diverse learners had congruency with how the 
learners felt, as they reported that regarding their learning:  
“Teachers are helping us more; they tell us to ask questions 
if we don’t understand. The teacher uses shapes in teaching 
Maths, and they give us more examples. In some subjects, they 
ask us to draw, and I like it because I don’t like writing. 
I also like it when they give us projects to do.” 
Moreover, as another one put it this way; 
“They tell us (encourage) to ask questions if we don’t 
understand, they also explain step by step, and they help us 
with homework.”  
The indication is that teaching an inclusive class requires 
critical and reflective practitioners who apply an interactive 
mode of teaching that caters for diverse needs of learner receptors 
regarding technology, visual, audio and kinaesthetic while 
creating ample opportunities for learners to learn. 
Theme 3: Differentiated Teaching 
As confirmed by some teachers, there was a move towards 
differentiated teaching, whereby teachers tried to relate the 
learner’s work to what they already knew and differentiated 
activities according to the level of difficulty. Asked if they had 
learnt anything about responding to learners’ needs through 
differentiation, one of the teachers said:  
“I Understand differentiation now before I thought it was 
unfair to give different work, and I thought that helping 
learners with barriers to learning was the work of the LSE, 
but now I grade the work and the questions when setting tasks 
so that every learner can achieve at a certain level.”  
However, not all the teachers were applying differentiated 
teaching. This comment from a teacher who had attended the least 
number of focus group meetings said; 
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I have applied some of the changes, but the amount of work 
is not the same. I cannot always do differentiation because 
my head of department does not want me to give different work 
to some of the learners. They must do the same work. 
Otherwise, she will say, why did that student do five sums 
and the other one ten? Also, the learners will be lazy and 
do the minimum if I give them the option of doing less. (So 
how do you assist the struggling learners and those with 
barriers to learning?) I ask the LSE learners to come to the 
front desk then I watch them and support them. That is the 
only easy way I can help them. 
The conclusion here seems to be that differentiated teaching was 
helpful in addressing the individual needs of learners. Teachers 
were able to understand that they needed to know the learning 
level of each learner and teach them accordingly, instead of 
teaching in the middle - where the top learners were not extended, 
and the learners at the lower level felt left out. However, while 
some teachers understood and applied differentiated teaching, not 
all were able to due to a lack of understanding of how learning 
takes place.  
Theme 4: Collaboration  
The study has confirmed that teachers thought collaboration was 
crucial for effective inclusion of learners. To start with, the 
whole methodology of Participatory Action Research was reliant on 
collaboration and teamwork. This was no coincidence to the fact 
that collaboration then emerged as a significant theme. The 
participants repeatedly spoke of how they had learnt so much from 
each other, both from the engagements held during focus group 
meetings, which they felt they had enjoyed and benefitted from, 
in addition to observing each other in action. They learnt from 
their colleague's new strategies as they shared their expertise 
through teaching their passionate subject areas. At the same time, 
through collaboration, new teachers at the school were able to 
share insights into what Inclusive Education is all about. The 
participants mentioned that they had extended the discussions from 
the focus group meetings into their departmental meetings because 
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these discussions had opened them up and spun new conversations. 
Below is an example of quotes from one of the teachers: 
“I learnt from my colleague the concept of overlapping. I did 
not know it before. If you draw three shapes, like say circles 
– you can tell which shape was drawn first. I learnt that by 
co-teaching and observing in her class.” 
A Grade 5 English teacher spoke with so much passion when she 
explained how collaboration had worked for her;  
“For example, my colleague taught essay writing better than 
I do, so I asked her to take both classes for essays. While 
I used to teach it in one lesson, she took a whole lesson to 
teach only the introduction. She told the children to plan 
the introduction using; who, when, where and introduce 
properly. I would have rushed. She then took a whole lesson 
to teach the body. They discussed what happened for a whole 
lesson and the last lesson they learn to reflect and write a 
conclusion by looking at the lessons they learnt from what 
had happened. The children are now enjoying writing essays, 
yet before they struggled.” 
The analysis shows that collaboration was indeed significant for 
both the PAR process as well as for teachers to implement 
inclusion. The benefits are that teachers were able to share 
expertise, learn from each other, co-teach and share knowledge 
freely at departmental meetings. 
Theme 5: Group Work 
The study has confirmed the belief by teachers about the importance 
of group work for large classes. Because of the nature of large 
classes being difficult for teachers to meet the learning needs 
of every learner, the strong learners in the classroom were a 
resource that can complement the teacher and help support the 
other learners. In return, through group work the stronger 
learners would extend themselves as they supported other learners, 
making it of mutual benefit. Group work and a buddy system of 
learners supporting each other were found to be beneficial as some 
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learners understood better when explained to by someone that they 
related to at a closer level, such as a peer (Vygotsky, 1998). The 
group, however, agreed that the way the groups were composed was 
vital in order to maximise participation to the advantage of all 
the group members. It was, therefore, agreed that it should be 
done on a rotational basis depending on the required outcome of 
the day.  
“I learnt that standing in front of the learners does not 
work. I must go to them to hear from them. So, I walk around 
to their groups and identify those who are struggling then I 
can help them or ask those siting with them to assist. I do 
a lot of group work with them.” 
The learners agreed that they enjoyed group work very much: 
“I like group work and doing more handwork, the group members 
help us, they know what to do, and we help each other.” 
Group work was, therefore, found to be useful for inclusive 
classrooms. As discussed above, it was found to be of benefit to 
the teachers of large classes as it ensured that learners worked 
cooperatively while assisting each other. The weaker learners 
could get help from stronger group members, while the stronger 
group members learnt leadership roles and improved their 
communication skills as they shared their understanding.  
The next two themes have to do with the handling of classroom 
spaces for inclusive teaching and learning. 
Theme 6: Welcoming Environment 
The study has confirmed that teachers felt that a conducive 
classroom environment was significant for facilitating inclusive 
teaching and learning. A classroom is where learners spend most 
of their time, and if they do not feel welcomed, then it becomes 
a hostile environment. A classroom environment where learners felt 
welcomed and could approach both the teacher and their peers 
without fear came up as an essential factor towards becoming 
inclusive schools, as one teacher put it; 
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“I am also trying to manage the classroom environment better 
by helping the bullies to stop. By talking to them, I realise 
that those who come from homes where they are not allowed to 
express themselves well and are not free at home become 
bullies at school.”  
The learners felt a move towards unconditional welcome in the 
classroom by the teachers who had participated in the PAR process, 
and more especially as the study matured. Unfortunately, not all 
teachers had been a part of the study, and therefore some learners 
still felt unwelcomed in some of their classes. One learner 
reported: 
“Some teachers have stopped punishing us, but some are still 
punishing us when we don’t know our work, but they don’t 
shout at us all the time. Some are still shouting, but it is 
much less.” 
This theme is evident that when teachers treated the children with 
dignity and respect, and learners felt at ease to learn. Hence 
teaching and learning was enhanced. The other benefits are that 
learners started to relate with the teacher better and trust that 
the teacher could help them deal with other psychological needs 
such as bullying, hence making the school a happier place to be.  
Theme 7: Change of Environment 
The study has shown that teachers thought that the environment of 
learning was instrumental in widening the participation of 
learners. Most teachers agreed that a change in the environment 
that involved a break away from the crowded classroom monotony 
enhanced learning. For example, one teacher expressed that:  
“Even if the classroom is small, being able to improvise and 
take them out to do group work and activities, they enjoy 
activities and being practical.” 
Data from learners also supported the benefit of a conducive 
environment. For example, one of the learners had this to say: 
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“I liked it when we went to a different class or outside for 
creative arts. I enjoyed creative arts when outside.”  
The analysis seems to indicate that the benefits of a conducive 
learning environment for both teachers and learners include 
releasing creative energies in the learners in addition to the 
enjoyment of the new space. This relieved them from the crowded 
spaces and allowed them space to be creative. 
The last theme had to do with assessments.  
 
Theme 8: Assessing by Grading the Questions 
The study seems to indicate that teachers felt assessment was 
necessary for learning support and inclusion. The teacher 
participants expressed a desire to change the way in which they 
assessed the learners. Because of their interactions at focus 
groups, they had started trying out different ways of assessing 
learners in order to allow the learners to express what they had 
learnt in various ways that brought out their strengths. Some felt 
that despite the challenges in varying assessment, it should not 
be limited to what they do in class, but out of class as well. The 
following quote is evidence to this: 
“I am now able to grade the questions and grade the work when 
setting the task so that everyone can achieve at a certain 
level, I assess what they know and not what they do not know.” 
A teacher who mentioned that supported this; 
“I am giving them more reading work and assignments to do, 
but the problem is there is no much home support, and only 
about ten out of 55 do their homework. They have readers but 
are not allowed to take home because they don’t come back.” 
The significance of assessment has been found to be core in 
widening the participation of learners. The use of a variety of 
assessment had several benefits as it enabled learners to express 
what they had learnt in ways that they knew best. Although changing 
199 
 
the assessment was found to involve more preparation work on the 
side of the teacher, it did justice to learners by not exposing 
their weaknesses. Instead, it showed their strengths and extended 
the learners that needed an extension. 
 
Table 7: A COMPARISON OF TEACHER RESPONSES BEFORE AND AFTER PAR 
TEACHER PRACTICES BEFORE  TEACHER PRACTICES 
AFTER 
 THEMES 
Grouped students according 
to ability 
Grouped them 
strategically 
according to needs 
Improved Group 
Work for learners 
Asked yes/no questions Ask questions that 
enable better 
expression 
Empowering the 
learners by 
teaching them to 
express themselves 
Worked on my own Collaborate as a 
team 
Collaboration by 
teachers 
Teacher stayed at the front Teacher rotates in 
class 
Creating a 
welcoming 
classroom 
environment 
The teacher taught the 
content 
Varies teaching 
methods to 
accommodate all 
Differentiated 
methods of 
presenting the 
lesson 
No proper record keeping Keeps records of all 
learners  
Know your learners 
because each one 
is unique 
Taught in the same venue Changes teaching 
environment 
Change of learning 
environment 
Assessed in one method Graded and varied 
assessment methods 
Assessing by 
grading the 
questions 
One-on-one support Improved teaching 
methods 
Better teaching 
practices 
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The study has, therefore, revealed that teachers have undergone 
some transformation regarding their practices. The preceding 
table summarises these changes as confirmed by the teachers’ 
reflective data. 
 
6.7 REFLECTIONS OF THE RESEARCHER 
As the key researcher, I walked the whole research journey with 
the teacher and learner participants from planning to completion. 
My reflections about how I felt and changed (or not changed) are 
centred on the following (before and after the study); 
• My beliefs and attitudes about inclusion  
• My impressions about inclusion in full-service schools 
• My growth in understanding the practice of inclusion 
 
a) Beliefs and attitudes about Inclusion 
Having worked in a private, inclusive school as an LSE for more 
than 15 years, my attitude to inclusion is quiet positive as I 
love to see the growth and development of learners regardless of 
their barriers to learning. I, therefore, assumed that given that 
it has been over 15 years since Education White Paper 6 was 
introduced, the inclusion of learners in full-service schools 
would be a natural phenomenon, except maybe for a few teachers 
that would have been needing support on how to improve their 
practice. However, after listening to the teachers at focus group 
meetings in addition to observing them, I realised that inclusion 
of learners with barriers to learning is a journey that needs 
continued professional training due to the changing dynamics of 
teacher turn out, transfers and relocations. I am continually 
reminded that for some teachers, new knowledge is not like second 
nature to them and that they need constant professional training. 
Otherwise when left alone, they tend to go back to their old 
practices. One thing that was for sure is that learners with 
barriers to learning were admitted in full-service schools and 
they needed our intervention for them to be wholly included. 
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b) Impressions about inclusion in full-service schools 
It can be said that at the beginning of the research, there was 
evidence that many of the teachers in the classroom were, 
unfortunately, practising mainstreaming, whereby the learners who 
had been placed in their classes were expected to adapt to the 
school’s way of doing things, and not the other way around. Many 
teachers were not implementing strategies to help learners with 
barriers to learning.  Two teacher participants were forthright 
enough to say that they did nothing differently, but that they 
merely taught the way that they would have taught in any other 
school. 
Challenges by teachers included overcrowding of classes of up to 
65 learners, a lack of resources and professional support from the 
district office. The school had an unreliable computer room that 
was often robbed and rarely had computers that worked. Hence, they 
had to come up with resources of their own that were limited mostly 
to charts and the board. 
However, after running the PAR process, the teachers started 
thinking differently and doing a lot to assist all learners in 
their classes. These included collaboration, better ways of 
grouping learners, varying their methods of presenting lessons 
among others.  
Towards the end of PAR, the learners were also feeling more welcome 
in the classroom, and they felt that they understood their work 
better. They felt that the teachers were teaching them better and 
that their learning needs were better met than before. 
c) Growth in understanding the practice of inclusion 
After going through the PAR process with the teachers, three things 
came to mind. First, it is possible to change a community’s way 
of thinking if you help them identify the existing problem and 
empower them to work towards a solution. Second, I realised that 
there are many assumptions made by teachers because they have 
either not been trained adequately, or not trained at all in 
understanding how to teach in inclusive classes. The presence of 
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policy was not a sure translation of the policy into practice. 
However, perhaps more important is the power of reflection in 
teachers and their collaboration as teams that will bring 
inclusive teaching into good practice.  
 
Having analysed the different sets of data from PAR, the next goal 
was to develop a teaching framework for full-service schools. The 
next section discusses the development of this framework based on 
the results of data analysis. 
 
 
6.8 HOW CAN SUCH BE USED TO DEVELOP AN INCLUSIVE 
TEACHING FRAMEWORK FOR FULL-SERVICE SCHOOLS? 
The development of a teaching framework is centred on eight design 
principles harvested from the findings of the study discussed in 
themes earlier in the chapter. It is as a result of the final 
focus group meeting that was based on the participants’ 
reflections, as well as with the meta-analysis of the key 
researcher of all the other sources of data. In addition, it is 
Table 8: A SUMMARY OF THE INCLUSIVE TEACHING FRAMEWORK 
 PRINCIPLE (PILLAR) DESCRIPTOR 
1 Identity who are we 
2 Policy structures and practices 
3 Curriculum delivery presentation of lessons in an inclusive 
way 
4 Collaboration integrated approach to support 
5 Environment  stimulating, interactive and conducive  
6 Assessment  application of varied assessments to 
respond to learner needs 
7 Widening learner 
participation 
empowering and listening to learner 
voices 
8 Belongingness equitable treatment of learners according 
to learning needs 
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mirrored on the works of Booth and Ainscow (2002, p.3) Inclusive 
Education index, together with relevant policies on Inclusive 
Education (DoE, 2001; DBE, 2014). 
 
1: IDENTITY 
There seemed to have been an indication in the study that for 
full-service schools to be inclusive, they needed to consider 
obtaining a distinct character and nature that set them apart from 
other schools. This encompasses their vision and their mission in 
addition to their practices.  The following features of the full-
service school under study became prominent: 
1. Infrastructural change to include ramps, lifts, toilets 
and other facilities for people with physical 
impairments. 
2. The classrooms should have resources suitable for 
assistive technology for the children requiring it. 
3. The mission statement of the school ought to be displayed 
visibly on the boards for visitors to understand the 
expectations and regulations (see Chapter 6, section 
6.4.2, theme 3). 
 
2. POLICY  
There ought to be an outlined policy in the school with clear 
structures to follow, and the policy should detail how to include 
the following practically: 
2.1 The Curriculum ought to be flexible in the way it is set, 
planned, presented, and assessed in order to acknowledge diversity 
(see Chapter 6, section 6.4.2, theme 4). 
 
2.2 The class sizes should be stipulated in the policy, especially 
for full-service schools where the teachers need to understand the 
learners’ profiles in-depth. Numbers of up to 70 children in a 
class are a challenge especially in the younger grades of 1 to 4 
and a hindrance to inclusive teaching (see Chapter 6, section 
6.4.2, theme 4). 
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2.3 The policy should stipulate the need for more LSE educators 
with the ability to support the teachers, learners and parents as 
vital (see Chapter 6, section 6.4.2, theme 4). 
2.4 The referral system ought to be streamlined in full-service 
schools. There should be set workshops to assist teachers in 
understanding how to refer. The District Support teams should be 
more accessible and visit the schools more often instead of waiting 
to be called upon and then taking even longer to assist (see 
Chapter 6, section 6.5 themes 5 & 9). 
 
2.5 Continued learning for the teachers in full-service schools 
should be structured in the planning, and not done once off only. 
The Department of Education ought to assist with workshops, on 
Saturdays, to help the parents, staff and SGB. All staff are to 
be involved (see Chapter 6, section 6.4.2, theme 4). 
 
2.6 The need for Learner Profiles to be continually updated and 
valuable information about the learners’ barriers accessed by the 
teachers (see Chapter 6, section 6.6.1, theme 2). 
 
2.7 Use of correct language to be emulated when dealing with 
learners to promote positive attitude by looking at learner 
challenges positively as the teacher’s dilemma (see Chapter 6, 
section 6.5 theme 10). 
 
3. CURRICULUM DELIVERY  
Teachers should continually reflect on how they present each 
lesson, given the specific barriers of the learners in their 
classroom. They should reflect on how to present the lesson so 
that all learners benefit (see Chapter 6, section 6.6.2, theme 2) 
as illustrated in the following point: 
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3.1 Varying the lesson presentation: The lessons must be presented 
in multiple ways so that the teacher caters for the learners with 
auditory problems, those with sight problems, as well as those 
with concentration and attention-related barriers. Varying the 
lessons should help keep all the learners interested, and this can 
be with pictures, storytelling and the use of other available 
materials (see Chapter 6, section 6.6.1, theme 3; see UDL 
principles in Chapter 2, section 2.8). 
 
3.2 Resourcefulness using clear and visible teaching aids, 
enlarged print as well as written instruction. Teach using visual, 
audio, practical and hands-on work etc. Use a variety of textbooks, 
make teacher notes available by photocopying for the ones who are 
slow to write (see Chapter 6, section 6.6.2, theme 2). 
 
3.3. Creativity and being aware of good teaching practices that 
enable the learners to learn better and overcome their challenges. 
Use of available resources in a creative way, like using group 
work, changing environment, using pictures and repetition for 
reinforcement of concepts to aid memory (see Chapter 6, section 
6.6.1, theme 3; Chapter 3, section 3.5). 
 
3.4 All children should be given a chance; allow time for them to 
express their ideas (see Chapter 6, section 6.6.1, theme 1). 
 
3.5 Teach related vocabulary first because of home language vs 
medium of instruction complications (see Chapter 6, section 6.6.1, 
theme 4). 
 
3.6 Put learning into context using various examples and 
illustrations that fit their background knowledge (see Chapter 6, 
section 6.6.1, theme 3). 
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3.6 Explain in a methodological way that helps learners to 
remember, e.g. use of mnemonics and recapping previous work (see 
Chapter 6, section 6.6.1, theme 5). 
 
3.7 Use of differentiated teaching strategies to extend those who 
are faster or those who need enrichment while teaching the rest 
of the class, for example, overlapping (see Chapter 6, section 
6.6.2, theme 3; Bloom’s taxonomy in Chapter 2, section 2.10). 
 
3.8 Where possible, incorporate technology and assistive 
technology because the learners enjoy and demand it (see Chapter 
6, section 6.6.1, theme 3). 
 
3.9 Use of group work and a buddy support system in positive ways 
that are to the learner's advantage and helps learners to support 
and learn from each other. The teachers should be flexible and 
move around the classroom to monitor the learners’ progress and 
not stick to the front (see Chapter 6, section 6.6.2, theme 5). 
 
3.10 Role playing. Teacher demonstrates by reading to the class 
(see Chapter 6, section 6.6.1, theme 7). 
  
4. COLLABORATION 
The collaboration of teachers, especially within the same subject 
area or grade level is vital for increased productivity and 
betterment at meeting learner needs because it enables teachers 
to tap into each other’s strengths. Working in teams with the 
support of LSE should be evident in weekly planning and at 
departmental meetings (see Chapter 6, section 6.6.2, theme 4). 
 
Collaboration can also be in the form of co-teaching, and in so 
doing, teachers observe and learn from each other (see Chapter 6, 
section 6.6.1, theme 8). 
 
207 
 
5. ENVIRONMENT 
The learning environment must be clean, warm and welcoming. 
Classroom walls should be full of colour with teaching aids. The 
classroom should have happy smiley faces, with the teacher in a 
positive mood and visible to all the learners.  
It is essential to change the teaching space by taking the learners 
to the resource centre, outside, or to a different classroom for 
a change in order to suit the lesson that is taught at that time. 
Inclusive education should be distinguishable and visibly defined 
both physically and in what we do. By physically, there should be 
ramps and toilets that are wheelchair friendly. The classrooms 
should have resources suitable for learners with challenges. The 
gate ought to have a ramp for delivery of learners on wheelchairs 
(see Chapter 6, section 6.6.2, theme 6). 
 
6. ASSESSMENT  
Assessment ought to be graded in levels and aimed at encouraging 
learners to demonstrate what they have learnt in ways that 
encourage them to do their best and not assessing aimed at what 
they do not know (see Chapter 6, section 6.6.1, theme 11). 
 
Assessment should not be watered down for learners with barriers 
to learning. The academic standards should not be set too low. 
Instead, exams should be set to differentiate multiple ways in 
which they can express themselves.  
With consultations from the District office as well as parental 
consent, those with severe challenges should be placed on IEP 
where their assessments can be set at their level (see Chapter 6, 
section 6.6.2, theme 8). 
 
7. WIDENING PARTICIPATION  
Learners should be encouraged to learn how to express themselves 
by discouraging the use of one-word answers. Teachers should ask 
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open-ended questions that require elaboration so that learners 
know how to communicate (see Chapter 6, section 6.6.1, theme 1). 
 
Grouping of learners, especially those with barriers to learning, 
should be strategic so that the stronger learners can assist the 
weaker ones. This helps the teacher to meet the needs of the 
overcrowded classrooms by tapping into learner resources. This 
will help alleviate the physical and mental exhaustion of the 
teacher trying to help each learn one-by-one. Learners should be 
empowered to teach each other. The arrangement of desks in the 
classroom should, therefore, promote group work, inclusion and 
flexibility to move and work. The more vulnerable learners can 
have buddies to support them on a rotational basis if it is done 
sensitively (see Chapter 6, section 6.6.1, theme 9). 
 
8. BELONGINGNESS 
i) Teachers should refer to the learners by names and respect 
them as whole individuals, without referring to their 
disability (see Chapter 6, section 6.6.1, theme 2). 
ii) Teachers should research and get information on the specific 
learning barriers of their learners so that they know how to 
address the specific leaning needs of each learner in their 
teaching accordingly (see Chapter 6, section 6.6.1, theme 2). 
iii) Learners should be afforded holistic development through 
participation in sports, cultural and arts activities, and 
leadership opportunities (see Chapter 6, section 6.6.1, theme 
7). 
iv) Teachers should look at learner challenges positively. They 
should have positive attitudes that encourage teaching out 
of love (from the heart and not from the head), (see Chapter 
6, section 6.6.1, theme 2). 
v) Learners should not be punished for what they cannot do. Name 
calling and punishment of learners with barriers to learning 
is to be zero tolerated (see Chapter 6, section 6.4.2, theme 
10). 
vi) Discipline and rules that deal with bullies and classroom 
management or unruly behaviour should be handled well to 
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protect learners with barriers to learning so that they feel 
safe and protected. All learner dignity ought to be respected 
(see Chapter 6, section 6.4.2, theme 10). 
 
6.8 CONCLUSION 
At the onset of the research, the teachers mostly understood the 
meaning of Inclusive Education. However, most of them were able 
to translate this meaning into their teaching practices. These 
were mostly unsupportive of Inclusive Education. Many of them had 
only received a six-month basic training six years earlier, a time 
when the school implemented Inclusive Education. The teachers who 
had joined the school afterwards had not received any training on 
Inclusive Education. 
This chapter has, therefore, outlined the analysis of the data by 
giving the participants an understanding of Inclusive teaching 
practice, the standard practices that were believed to be 
promoting inclusive practices and those that were not. It then 
gives an analysis of the practices that were agreed upon to form 
an inclusive teaching framework that would be adopted by all. 
The chapter found that for a school to be inclusive, teachers had 
to embrace a teaching framework that covers principles under; 
identity of a full-service school, policy guidelines, curriculum 
delivery, collaboration and working as a team, environment of 
teaching being welcoming, assessment that is suited to all 
learners, widening learner participation, and giving them a sense 
of belongingness. 
From this chapter, we, therefore, see an analysis of what was in 
existence at the onset of the research, how it was transformed 
through research and the final product of a framework that was 
drawn, thus giving clear guidelines for teachers in similar full-
service schools. 
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CHAPTER 7:  ANALYSIS OF PAR METHODOLOGY AND 
RESEARCHER’S REFLECTIONS 
 
Give a man a fish, and you feed him for a day; teach a man to fish, and you 
feed him for a lifetime” (Anonymous Chinese proverb). 
 
7.1 INTRODUCTION 
The purpose of applying PAR research design was twofold. First, 
was to empower teachers with research skills that would enable 
them to solve their existing problems and make their practice 
effective (Kemmis & McTaggart, 2005; Dymond et al, 2006; 
Ostemeyer, 2012) – just like with the Chinese proverb that seeks 
to empower people with skills that help them solve their problems 
for good. Second, was for me as the principal researcher, to learn 
and develop my research skills in the area of PAR.  
In this Chapter, I will evaluate PAR at each of its four phases, 
namely – Planning, Observation, Action and Reflection. At the 
planning phase, I will evaluate how PAR was used to capture 
information on the state of the teachers’ understanding of 
Inclusive Education. At the observation phase, I will evaluate how 
they embraced their practice of inclusive teaching at the start 
of the research. At action phase, I will then examine how the PAR 
process helped them to develop and improve their practices, while 
at the Reflection phase, I will look at how they reflected overall 
on research process. In many respects, I also developed as a 
researcher, together with the teacher participants in the PAR 
process. This chapter, therefore, analyses the growth process in 
both the teachers and myself as the key researcher at each of the 
four PAR phases of data collection. 
While doing all this, I will also evaluate the PAR methodology by 
looking at how effective it was at the data collection method. I 
will examine the advantages as well as the challenges that were 
reported in the PAR methodology. I will end with a summary of the 
evaluation of the whole PAR process as a research methodology. 
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7.2 EVALUATING PAR AT VARIOUS PHASES OF THE RESEARCH 
While evaluating PAR at the various stages, I applied some of 
Dymond et al., (2006) approach to evaluating PAR in close 
correlation with an evaluation of the analysis that was done in 
the previous chapter of the data analysis. The following themes 
emerged out of the PAR analysis process: 
7.2.1 PLANNING PHASE 
Theme 1: PAR allowed me as the researcher to get a deeper 
understanding of the research context  
The study seems to point out that PAR is a methodology that allows 
researchers deep and clear understanding of context (McIntyre, 
2008). For instance, my introduction with the school principal 
enabled me to know more about the school governance (see Chapter 
5, Section 5.3.1). The learning support teacher who showed me 
around the school introduced me to the other learner support 
teachers and a few of the other teachers. This enabled me to 
interact with them in their natural environment. I was able to 
gather relevant information about the school, such as; the year 
it was founded (1945), the year it became a full-service school 
(2010), the population of teachers including heads/deputies (35); 
the total number of learners (1500), class sizes (50 – 65); as 
well as the support they had (5 learning support teachers).  
However, getting to know the context of the study in-depth took a 
long time and was, therefore, time-consuming (Kemmis & McTaggart, 
2005). Several other challenges were evident in understanding the 
context. For example, the lack of technology that could have 
assisted me to communicate easily with the teachers was missing. 
This also slipped into other problems associated with teaching and 
learning.  
While understanding the context, I was able to learn that learners 
who struggled to write did not have access to Dictaphones for 
recording their work, or those with fine motor difficulties that 
led to poor handwriting did not have computers to type their work. 
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Another most overwhelming difficulty was the problem of 
overcrowding in classes, which made teachers less excited about 
their teaching (see Chapter 6 Section 6.5 theme4, par 2; Chapter 
5, Section 5.3.5, subsection ii, par 4). 
 
Theme 2: PAR enabled me to get to know the research participants 
better through establishing a working relationship 
It is evident from the study that PAR helps both the researcher 
and practitioners to build communities of practice that cooperate 
to work together in ways that aim at significantly improving their 
practices (Kemmis & McTaggart, 2005). For example, I got the 
feeling that the teachers would have accepted me as a researcher 
faster if I spoke a local language that they were familiar with, 
like isiZulu. While English was the only language of communication 
that we had in common, it took two meetings to build a non-
threatening culturally non-biased working relationship. Once they 
understood that this was purely research that was meant to improve 
their practice, they realised that they could interact with me 
freely.  
The PAR process, therefore, allowed interactions with 
participants, allowing me to see how eager to learn some teachers 
were. Barriers in the socio-economic settings do not allow for 
easy interactions between teachers of lower socio-economic areas 
and those of well-resourced schools. They do not always attend 
conferences in educational innovation to know the latest findings 
in Inclusive Education (see Chapter 1 Section 1.7) hence PAR became 
handy at sharing information. 
It was reported that parent involvement was limited, and they 
could not be easily reached on phones. Parents were expected to 
be partners in education, providing their children’s background 
of barriers to learning, as well as insights into their children’s 
difficulties. This was not very possible in this context (see 
Chapter 5 Section 5.3.1, par 6). 
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Theme 3: PAR enabled both the researcher and participants to 
understand and define the problem 
PAR allowed the researcher through more in-depth questioning to 
understand the problem at hand (McIntyre, 2008). It allowed the 
advantage of being able to request elaboration for responses that 
were not explicitly stated. For instance, when asked “What do you 
know about Inclusive Education?” the participants were able to 
reflect deeply and talk about their understanding, over and over, 
until they agreed what it meant to them as a collective (see 
Chapter 5 Section 5.3.5, subsection 1). I could then establish 
from the learners if indeed they felt included and were taught 
according to their abilities (see Chapter 5 Section 5.3.7).  
Using PAR, therefore, enabled me to ask for clarifications on 
answers that were vague, and at the same time, the participants 
were able to seek clarification from me. For example, one teacher 
wanted to know the difference between the role of remedial teacher 
and LSE, which sparked a good debate. I gathered that the school 
had special classes, but they did not have enough LSE to do co-
teaching.  Another teacher wanted to know what the difference 
between teacher assistant and LSE was (see Chapter 5 Section 5.3.5 
subsection 1, par 3). 
 
7.2.2 OBSERVATION AND ACTION PHASES 
Theme 4: PAR built a community of practice that worked together 
towards a common goal 
As I had mentioned earlier, not being able to speak the same home 
language as the teacher participants did not expedite the start 
of the research as could have been otherwise expected. The 
advantage of PAR is that it allows for relationships to be built 
over a period, and the teacher participants felt at ease with me 
as time went on. The ability to meet and share information is 
endorsed by various literature findings (Lehtomaki et al., 2014; 
Ainscow et al., 2003). It can, therefore, be said that although 
PAR takes a long time to gather data, the length of time in itself 
is also good for creating meaningful relationships that allow 
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interaction with the participants. The participants also felt that 
it was time consuming yet productive as can be heard in the quotes 
below: 
“It was more reflective on my teaching BUT time-consuming.  
It was an eye-opener. It gave us info on Inclusive Education.” 
Moreover, another participant stated; 
“I wish we could have more discussions on an ongoing basis 
because I learnt a lot”. 
There is more background information that I got to know because 
of prolonged interactions and collaboration, some of which had not 
been on my initial plan. This was information about the state of 
the children; how they get to school, how they feed and who funds 
their education. Through interaction with the learners and 
teachers, and by spending more time at the school, I learnt that 
because the children came from low-income families, the government 
was paying for their full schooling, including their books, 
uniforms and lunches. One company had volunteered with feeding the 
children breakfast. This is vital information that I would have 
missed if I had designed a questionnaire for a one day visit 
because it is impossible to fit everything on a questionnaire. 
Some vital information would have been missed on a questionnaire, 
such as parental involvement with homework, how the children’s 
psychological or basic needs are met, etc. – information that 
would later assist me in understanding their backgrounds more.  
Other vital information that I found relevant through a prolonged 
period of interaction included; Parent Information meetings for 
the whole school are held on some Saturday mornings during the 
course of the year. In addition, the Learner support teachers make 
themselves available after the meetings for any of the parents who 
wish to consult with them; Children with barriers to learning from 
each of the classes received remedial classes with one of the 
Learner Support teachers twice a week in Maths and English because 
it was believed that Maths and English were the basis on which the 
other subjects were built - as was explained to me. For the rest 
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of the subjects, children with barriers to learning were left in 
their regular classes for all their other learning. One educator 
pointed out about the PAR process: 
“The Action Research Interview also engaged the leaners, they 
were actively involved in the interview and participated 
well, even those who were shy to talk participated. The 
language used was at their level. It gave learners a chance 
to express themselves because they have not had such a chance 
before.” 
Theme 5: PAR led to change in desired outcomes in transformative 
ways  
PAR allowed me as the key researcher to train the participants for 
Action Research process. Although I had been involved with Action 
Research before, it was different this time around to be training 
others and working as a part of a group.  The participants, 
therefore, became co-researchers and had to train and learn at 
each of the four phases of PAR: Planning; Observation; Action and; 
Reflection. In so doing, they became part of the decision-making 
process in their community (Anderson et al., 2015). 
Through the PAR process, there was a transformation in the way 
teachers planned their work. This is line with literature findings 
that report that PAR transforms participants into self-critical, 
self-reflective and creative individuals (Dymond et al., 2006; 
Anderson et al., 2015; Ostemeyer, 2012). In this study, the 
participants reported that they did more reflection on ways of 
bettering their teaching on a continual basis. One participant 
noted that: 
“The observation and research help me understand the profiles 
of learners. The research helped me to make observations and 
be a researcher. “ 
However, while going through PAR, it challenged new ways of 
examining what one was doing and thinking through the problem. 
Some people had been trained to be told what to do, which is a 
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Table 9: TRANSFORMATION OF TEACHERS BEFORE AND AFTER PAR (SUMMARY) 
TEACHER BEFORE  TEACHER AFTER PAR THEMES 
Non-Reflective on 
teaching methods 
Reflective Better teaching methods 
Taught content same 
way 
More creative Differentiated teaching 
Was a subject 
teacher 
Is a teacher-
researcher 
Varying teaching 
methodologies and 
approaches 
A rigid approach to 
work 
Flexible and open 
minded 
Different methods of 
presenting the lesson 
while including a variety 
of resources 
Worked on their own Collaborative Team teaching  
No record of learner 
progress 
Better record 
keepers 
Recording keeping of 
learner profiles 
Taught a subject Inclusive teaching 
practices focused 
on learner needs 
Differentiated methods of 
presenting the lesson 
while including a variety 
of resources 
Unwelcoming 
classrooms 
More welcoming 
classrooms 
Creating a welcoming 
classroom environment  
Assessed all 
learners the same 
way 
Varied assessment 
depending on 
learner needs 
Assessing by grading the 
questions 
Labelled learners Better attitudes  Know your learners because 
each one is unique 
 
contrast to PAR, as one participant admitted that he had 
misunderstood the PAR process at first when he stated: 
“At first I was wondering why you were asking us questions 
like we are children. I did not understand Action Research. 
So, I thought you were treating us like children asking us 
question instead of doing a presentation and giving us 
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information (he laughs). Anyway, in the end, it was a good 
thing, it gave us Inclusive Education information and 
refreshed our knowledge.” 
Thus, showing the change that had taken place. 
Theme 6: PAR allowed participants choice and flexibility while 
seeking lasting solutions 
Initially, the PAR process allowed the participants a choice of 
when to meet, when to observe each other, and when to record their 
reflections. It then allowed teachers flexibility when choosing 
what practices, they preferred to adapt as recommended by Makoelle 
(2014).  There was flexibility regarding meeting times, such that 
participants could choose when the focus group meetings were to 
be conducted depending on availability from other commitments such 
as sports.  
Flexibility regarding choice of what was discussed was also seen 
as a strength, as opposed to having a rigid way of looking at an 
issue, as one teacher observed:  
“I benefitted, and I think I would like more workshops (focus 
group discussion) to help me understand more. We have subject 
meetings for language teachers and a district coach, but it 
is not the same, and it is not enough. We need more free 
discussions to learn from each other.” 
Solutions that were arrived at during such discussions were more 
practical and authentic as all could easily relate to their 
context:  
“It refreshed our knowledge. I have learnt how to treat 
learners better. I am also learning to manage the class better 
by moving around and reducing bullying. I don’t always need 
to be given info on how what to do because I can think now.” 
PAR, therefore, equipped the teachers with long-lasting solutions 
to teaching in inclusive classes. 
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Theme 7: PAR process allowed for triangulation of Data  
PAR allows the researcher to observe and verify the information 
given by the participants. Unlike other research which can easily 
be influenced by opinions and feelings at the time, PAR allowed 
me to live through the experiences of the participants. The 
information given by the teacher participants was also confirmable 
against that of the learner participants (See Chapter 4, section 
4.12 on trustworthiness).  
Table 10: LEARNER PERCEPTIONS OF THEIR TEACHERS BEFORE & AFTER PAR 
LEARNER BEFORE PAR LEARNER AFTER PAR THEMES 
Felt punished for 
not knowing work 
Felt welcomed by 
the teachers 
Create a welcoming 
classroom environment 
Felt they struggled 
with specific 
subjects 
Felt the teacher 
taught in ways 
they understood 
Teaching 
methodologically in ways 
that aided leaner memory 
Did not like 
sitting in the same 
classroom 
environment 
Were happy 
learning from 
changing 
environments 
Change of learning 
environment 
Felt bullied in 
groups 
Enjoyed group work Group work  
Wanted more PE Enjoyed creative 
work 
Different ways of 
presenting the lesson 
while including a 
variety of resources 
Felt shy Felt respected Know your learners 
because each one is 
unique 
Treated according 
to their ability 
Treated 
holistically 
Differentiated teaching 
Referred to LST for 
support 
The teacher works 
with LST 
Collaboration 
Unable to express 
their needs 
Better able to 
express themselves 
Empowering learners by 
teaching them how to 
express themselves 
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For example, if teachers said that learners felt welcome in their 
classes; while the learners responded by saying that they were 
being shouted at or called names; then I was able to pick up the 
inconsistency. Another example is when some of the teachers said 
that they taught according to each child’s needs, yet the learners 
felt that the teachers did not and that instead they felt that the 
teachers lectured to them in ways that they did not understand 
instead of doing practical work with them. I was then able to spot 
the inconsistency. Observations and discussions during the PAR 
process were also able to help align the discrepancy over time. 
 
Theme 8: PAR gave teachers practical tools that were relevant and 
allowed for experimentation and creativity 
During the Action Phase, PAR allowed the participants to implement 
their newly acquired knowledge. In many ways, this was an 
experiment. This allowed them to find out what worked for them and 
what needed to change using their creativity (Anderson et al., 
2015; Ostemeyer, 2012). For example, when asked about the kind of 
classroom environment that they were creating in order to make all 
learners welcome, one teacher responded:  
“I tried to take them to the library/outside for a reading 
lesson, and they liked the change. I also placed more pictures 
and charts in the classroom for the learners so that it looked 
warm for the learners.”  
While another one mentioned;  
“I feel more creative now, I am now grouping the learners so 
that they can work well together and help each other, and I 
move around from one group to the other identifying the ones 
that are struggling by talking to the groups”.  
However, one hindrance to creativity was seen to be resources and 
support. The school computers did not always work, and there were 
frequent robberies, making computers unavailable some periods. 
Most of the resources were limited to books and charts or 
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chalkboard due to the lack of technology. However, one participant 
seemed to have a creative, workable solution. 
“Even if the classroom is small, being able to improvise and 
take them out to do group work and activities, they enjoy 
activities and being practical.” 
These solutions were exactly what the learners had verbalised that 
they had been longing for when I had interviewed them. 
 
7.2.4 REFLECTION STAGE 
Theme 9: PAR Allowed for Sharing and Collaboration 
Through PAR, participant teachers were paired up to observe each 
other. They were to investigate through observations and confirm 
if the prevalent teaching practices that had been discussed in the 
planning phase were being practised. This was the beginning of 
collaboration and teamwork (Lehtomaki et al., 2014; Ainscow et 
al., 2003). Over time, the participants were sharing information 
within departments while supporting and learning from each other. 
Once the teachers started collaborating, they were able to share 
which group work strategies functioned better. For example, 
through one teacher sharing;  
“With group work, I used to group them according to their 
ability, but now I have learnt to let the clever ones help 
those who were struggling instead of me helping them all the 
time because it takes a lot of my time.” 
Others were able to learn from him. The teachers agreed that they 
were learning a lot from sharing and collaborating more. For 
example, one teacher explained;  
“For example, my colleague taught essay writing better than 
I do, so I asked her to take both classes for essays. While 
I used to teach it in one lesson, she took a whole lesson to 
teach only the introduction. She told the children to plan 
the introduction using; who, when, where and introduce 
properly. I would have rushed. She then took a whole lesson 
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to teach the body. They discussed what happened for a whole 
lesson and the last lesson they learn to reflect and write a 
conclusion by looking at the lessons they learnt from what 
had happened. The children are now very enjoying writing 
essays, yet before they struggled.” 
While another one explained; 
“I learnt from my colleague the concept of overlapping. I did 
not know it before. If you draw three shapes, like say circles 
– you can tell which shape was drawn first. I learnt that by 
co-teaching and observing in her class. I felt refreshed. It 
worked well for us because we work together.” 
There was also collaboration in handing over information from one 
grade to the next so that the next teacher got the learners records 
and learning profiles and could assist them better; as one teacher 
participant noted,  
“I get information from their previous teacher and parents 
on how to help them.” 
It can, therefore, be said that teachers before had generally 
worked on their own, but after PAR they could co-teach and 
collaborate. 
Theme 10: PAR allowed for ongoing self-critical reflection that 
brought lasting solutions 
During the reflection phase, the PAR process allowed the teacher 
participants to reflect on their work regarding what was working, 
and what was not, and if not, how they could I make it work better. 
One participant reflected the process (Dymond et al., 2006; 
Anderson et al., 2015; Ostemeyer, 2012), as one teacher put it: 
“It is going well, even the teachers who are not part of 
Inclusive Education found they were accommodated. Those who 
just joined the institution also got an understanding of 
Inclusive Education, because this research started from the 
scratch. Some parent also made the teachers think that this 
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was a special school, but now they have an idea of the 
difference.” 
Perhaps one of the more conclusive comments on PAR that the teacher 
participants had reflected on their methods and changed was from 
the learner answers onwards the end of the research.  
“They (teachers) are now treating us better, not the way the 
used to treat us”. 
Reflecting on why three of the teachers may have opted out of the 
process, and what in the opinion of the senior LST needed to be 
changed, the learning support teacher observed that:  
“The teachers are involved in many activities, but they want 
to be a part of it. Nothing to change in your approach to 
PAR, you helped us a lot.”  
Many teachers reflected on how they had changed their teaching 
methods. They stated that they had changed the way they taught to 
be more inclusive. There was also much noticeable growth in the 
teachers while talking about their reflections. For example, on 
reflecting, they were able to articulate the practices that they 
wanted to change; 
“I am also trying to manage the classroom environment better 
by helping the bullies to stop. By talking to them, I realise 
that those who come from homes where they are not allowed to 
express themselves well and are not free at home become 
bullies at school.” 
The challenge, however, lay on the teachers getting support to 
continue with these practices. Unfortunately, those teachers who 
had not been a part of the process continued to do what they always 
did, apart from some influence that got from their departmental 
meetings. Other challenges included the issues around overcrowding 
that led to high failure rates of repeaters. 
“I currently have 21 children who are repeaters. Some are not 
on IEPs, and I am only allowed by the department to fail 2 
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or 3. I do not get support for my class, and as a full-service 
school, this research has been an eye-opening for me.” 
 
7.3 PROBLEMS ENCOUNTERED DURING THE PAR PROCESS 
PAR process was found to be time-consuming in nature (Kemmis & 
McTaggart, 2005), requiring the PAR cycle to take almost six 
months, while allowing teachers to experiment what worked better, 
and reflect on their actions (see Chapter 5, Section 5.1). 
The PAR process did not allow for complete anonymity. Regardless 
of having signed consent forms, because of the focus group nature 
of data collection, there was some likelihood of some teachers 
feeling pressured to give into some recommendations suggested by 
the more confident teachers. There was likely to be feelings of 
vulnerability, hence some of the unanimous responses (see Chapter 
5, section 5.3.5). 
The PAR process, even when well-managed, tended to bring in some 
subjectivity, because of the freedom that it allowed regarding 
creativity and self-evaluation. Not all the teachers were self-
critical enough, and some either reverted to more comfortable 
solutions instead of challenging themselves hard enough (see 
Chapter 6, section 6.7, subsection c). 
 
7.4 CONCLUSION 
This Chapter affirmed the choice of PAR as the research design by 
highlighting its significant contributions to the research process 
and how PAR transformed both the teacher participants and myself 
as the principal researcher. It highlighted the state in which the 
teachers were at the onset of the research and compared it with 
the changes that occurred in the teachers as they sought skills 
that promoted inclusive teaching towards the end of the research. 
It then created a balance by looking at problems that were 
encountered during the PAR process.  
Although the culture of the school was not very open to research 
at the onset of the research, the PAR process allowed time for me 
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to gain the participants’ confidence. This was a huge growth 
process for both the teachers who participated and me. Before the 
research, most of the practices in the classroom did not promote 
inclusive teaching. However, at the end of the research, PAR had 
promoted many good practices, especially regarding collaboration 
and the quality of reflective thinking in the teachers. PAR was, 
therefore, able to provide powerful transformation tools to 
research participants. These were tools that enabled them to 
identify the problem in their context and work through practical 
ways of their choice.  
It can, therefore, be said that the application of PAR in this 
research was of more benefit than a disadvantage for both the 
researcher and research participants. Self-critical reflection 
provided a powerful tool that enabled the teachers to assess their 
practice and collaborate with their colleagues to find solutions 
that are longer lasting and flexible. 
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CHAPTER 8: DISCUSSION OF FINDINGS 
 
“If I had only one hour to save the world, I would spend 55 minutes defining 
the problem, and only five minutes finding the solution.” (Albert Einstein) 
 
8.1 INTRODUCTION  
Albert Einstein once gave the above quote to illustrate the 
importance of understanding the root cause of a problem, context 
and depth before attempting to solve it. Just like with PAR, the 
methodology required a lengthy period before arriving at 
meaningful and more lasting solutions (Kemmis & McTaggart, 2005) 
as it involved a series of phases that were cyclic. These were 
planning, observation, action and reflection. 
This chapter, therefore, reports on the findings of a study that 
took six months of data collection process alone. The findings are 
derived from the themes of the analysed data in Chapter 6 and are 
organised in response to the research aim and objectives. In 
addition, some other findings that emerged as a result of this 
study are also discussed.  
 
8.2 AIMS OF THE STUDY 
The overarching aim of this study was to develop an inclusive 
teaching framework for teaching diverse learners in full-service 
schools of Johannesburg East District. 
The discussions around the findings of this study are, therefore, 
organised by the objectives of the research: 
i. To explore the knowledge of inclusive teaching practice that 
teachers of full-service schools have. 
ii. To establish inclusive teaching practices, if any, that were 
prevalent in full-service schools. 
iii. To develop an inclusive teaching framework to be used in 
teaching diverse learners. 
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8.3 TEACHER KNOWLEDGE OF INCLUSIVE TEACHING PRACTICES 
 
This section provides findings to the first research object, which 
explores the knowledge of inclusive teaching practice that 
teachers of full-service schools have. 
8.3.1 Teachers’ Understanding of Inclusive Teaching Practice is 
Inadequate 
It would be expected for teachers of a full-service school to 
understand what Inclusive teaching practice is, in order for them 
to understand how to implement it. However, this study found that 
teachers’ understanding of Inclusive teaching practice was neither 
adequate nor comprehensive enough for working in full-service 
schools. Their understanding only touched on fundamental aspects 
of what Inclusive teaching practice stands for. For instance, 
their definition was narrow and referred to, “the inclusion of all 
learners (here referring to physical placement), with or without 
barriers to learning in one classroom”, which implied integration 
as opposed to inclusion (Lindsay, 2007). This narrow perspective 
is an incomplete definition of Inclusive teaching that only 
represents partial aspects of the intended and recognisable 
meaning (DoE, 2001, p.16), which emphasises that Inclusive 
Education systems should also be “Enabling education structures, 
systems and learning methodologies to meet the needs of all 
learners; and, Acknowledging and respecting differences in 
learners” (see Chapter 3, Section 3.2.1). In their understanding 
of Inclusive teaching, physical inclusion of learners did not 
guarantee change in teaching methodologies or access to learning. 
The diverse learning needs of the learners were not taken into 
consideration when admitting them (See Chapter 6, section 6.4.1). 
 
8.3.2 Inclusive Teaching Practice was Viewed as a Service 
Offered 
Another definition of Inclusive teaching given in this research 
was articulated as, “Inclusive teaching means assisting learners 
with different types of barriers to learning”. Inclusion was 
perceived to be a service offered to needy learners who had been 
admitted into a school that they did not fit in, as was earlier 
described by Croft (2012). Such a definition looks at “us versus 
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them” and does not refer to Inclusive teachers as “who we are”, 
but rather, as “what we do for those learners deemed to be needing 
support”. This definition of “assisting learners with different 
types of barriers to learning”, although unanimously agreed upon 
by the participants, sees the learners as “them” being different 
and “not like us”; referring to those learners that do not 
necessarily fit in, but have been given a chance, as opposed to 
seeing them as “a part of who we are”. It took away the fundamental 
right of the child to be included unconditionally and accepted as 
described by the Education White Paper 6 (See Chapter 2, sections 
2.2 and 2.4).  
 
8.3.3 Inclusion Requires Change to Infrastructure  
Towards the end of the study, research participants agreed that 
the definition of Inclusive teaching should include both ‘who we 
are; and what we do’; thus, evoking policy into practice and 
suggesting structural changes to the school (See section 3.2.1). 
Changes to the infrastructure and the training of teachers to 
change their practice, however, require finances, hence would 
depend on affordability and the economic status of the school. The 
participants understood well at this point that structural and 
infrastructure changes were fundamental to inclusive schooling 
(see Chapter 6, section 6.8, and subsection 1).  
8.3.4 Inclusive Teaching Requires Change to School Policy 
The study revealed that inclusion requires a change in school 
culture regarding policy and practice, and this agrees with 
Carrington’s study (1999). This study showed that there were 
definite signs of change starting to happen, however slow, as 
evidenced by the existence of a few full-service schools. It 
appeared that part of the reason for the slow pace of change was 
due to some complacency, whereby staff thought that they were 
already inclusive, merely because the school had been declared to 
be a full-service school and were therefore not working towards 
change. For example, although all the teachers in the employ of 
the school had been trained the year before the implementation of 
Inclusive Education, the same training had not been made 
compulsory to new staff that arrived into the school after the 
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implementation of inclusion. This was in contradiction to most 
research findings that suggested that teacher knowledge of 
Inclusive Education was vital to the success of Inclusive 
Education (see section 2.6, subsection ii). Learning support 
educators had been employed into the school to support both 
teachers and learners. However, teachers had not been trained on 
how to work collaboratively with learning support educators. Hence 
some teachers had misunderstood the role of LSEs to mean remedial 
teachers and were simply sending to them the learners that 
struggled in their classes, instead of taking responsibility for 
all learners and changing their teaching methodologies in 
accordance with the learner needs, while collaborating with LSE 
as recommended by Lindsay (2007) and Dreyer (2013), (see Chapter 
2, section 2.6 subsection viii).  
Initially, the school did not know how to go about getting the 
learners’ history of learning needs that are essential to the 
updating of learner records because not all the parents were 
proactive, nor easy to contact (see Chapter 5, section 5.5 
subsection 2). Therefore, because the teachers were not fully 
aware of learner needs, some teachers were teaching using 
methodologies that did not embrace inclusion (See Chapter 5, 
section 5.3.7).  
This study, therefore, showed that there were exclusive practices 
in full-service schools as some learners with barriers to learning 
were not fully included in the teaching. The learners expressed 
that they felt they needed extra assistance from the teacher, 
often implying that the curriculum and teaching methods did not 
cater to them and hence the need for extra help. This made their 
needs appear as an extra add-on to the teachers’ expected duties, 
especially when learners had to go for extra one-on-one help after 
the teacher had completed the day’s teaching. The teaching 
approaches and programmes did not, therefore, consider the diverse 
learner needs. The study, therefore, demonstrated that the 
understanding of Inclusive Education had been narrowed down by 
teachers and only represented parts of the definition according 
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to the national policy of Education White Paper 6 (See Chapter 6, 
section 6.4.1, theme 1). 
 
8.4 INCLUSIVE TEACHING PRACTICES PREVALENT IN INCLUSIVE 
CLASSROOMS 
This section addresses findings related to the second research 
objective, which sought to establish “inclusive teaching practices, if 
any, that were prevalent in full-service schools.” 
8.4.1 One-on-one Support 
The study revealed that most teachers did not understand effective 
teaching pedagogy that is conducive to diverse classes. For 
instance, most of them, to help learners with barriers to learning, 
were engaging in one-on-one assistance, which the teacher 
participants themselves admitted was not only exhausting in nature 
but that it also singled out the weaker learners. This is in 
opposition to Ford’s research that condemned treating learners in 
ways that marginalised some (Ford et al., 2014) and made them feel 
singled out. In such instances, teachers viewed learners who 
struggled as having a deficit that needed fixing at the end of 
their lessons. They, therefore, neither included them in their 
lesson preparation nor their teaching methods (see Chapter 6, 
section 6.5 theme 2), but preferred to help them at the end of the 
lesson. 
On the flip side, they believed that one-on-one support would also 
enable them to extend the gifted learners who needed an extension 
(see Chapter 6, section 6.5 theme 1). Although this agrees with 
Bloom’s taxonomy (Scott, 2014) which recommends that teachers 
should extend the gifted learners for them to be able to reason 
beyond basic understanding and comprehension skills, the approach 
applied here was not the most effective. Instead, teachers can lay 
out open-ended tasks in the work plan for the learners to extend 
themselves during the lesson, instead of relying on the one-on-
one methods of extending learners by including higher order skills 
of synthesis, analysis and evaluation in the concepts taught as 
recommended in Blooms Taxonomy. 
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8.4.2 Group Work Used Ineffectively 
Some teacher participants applied the use of group work as a way 
of including all learners in their teaching. Group work is 
supported by the findings of Loreman (2010) to be an effective way 
of including all learners in cooperative ways of learning. 
However, when interviewed further, it was found that teacher 
participants were not using group work for the full benefit of all 
learners. In some instances, the weaker learners had been 
congregated together in one group while the other groups with 
academically stronger learners were having fun at their expense. 
They did not group learners in their best interest but instead 
grouped them according to their abilities. This was resulting in 
the labelling of some of the learners because of the group in 
which they belonged to. This is in contradiction to Loreman (2010) 
and Vygotsky (1980) who advocate for group work to be done to the 
advantage of all learners where each learner should have a 
contribution to make. Such technical teaching glitches can be 
avoided through the sharing of information at professional 
training workshops as was true after the PAR process when teachers 
were better placed to do group work (see Chapter 6, section 6.6.2 
theme 5). 
Some teachers paired up learners in the form of peer tutoring as 
recommended by Vygotsky’s Zone of Proximal Development so that one 
of the stronger ones could explain to the other (Chapter 2, section 
2.10 subsection ii). Except for a few enthusiastic teachers like 
the ones pairing up learners to their advantage, it was unfortunate 
that a lack of creativity regarding group work seemed to be 
observed in a few the classes. 
8.4.3 Differentiation 
Differentiation is a widely practised comprehensive teaching 
strategy that ensures that all learners can work at their level 
and pace and demonstrate their learning through multiple ways of 
expression (see Chapter 2, section 2.5.1). However, the 
differentiated teaching that was practised was not very varied but 
was mostly regarding the differentiated level of reading text 
(Nunley, 2018). Differentiated reading was viewed as a way of 
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extending the gifted by giving them slightly more challenging text 
to read while catering for the weaker readers with less challenging 
text. There was also some evidence of differentiation regarding 
changing the teaching methods, explaining differently or giving 
different examples for illustration (see section 2.8 subsection 
i).  
8.4.4 Use of Varied Teaching Strategies 
In an attempt to include diverse learner needs, a few of the 
teacher participants were implementing varied teaching 
methodologies and strategies. Examples include; the use of 
examples, teaching vocabulary related to the topic, role-playing, 
and explaining using mnemonics. This is in line with research that 
urges teachers to be flexible in their approach to teaching 
depending on the learning needs presented to them as explained 
below. 
Makoelle (2014, p.162) asserts the need for various strategies to 
be adapted by educators when he writes: “Teachers use different 
teaching approaches to interact with learners. The choice of a 
teaching approach or strategy is guided by the nature of the 
learning material, type of learners, and the ability of the teacher 
to manage the process. Every teacher adopts a teaching approach 
to teach the specific subject material to a designated group of 
learners. Promoting inclusion in the classroom may require the 
teacher to analyse which strategies best promote inclusion.” 
The study, however, revealed that most of the teacher participants 
were neither applying these strategies correctly nor effectively.  
Those who were not trying out these strategies believed that it 
was the responsibility of the SBST to assist learners who struggled 
academically. Hence they merely referred them to SBST for extra 
lessons. 
On the other hand, those who tried out different teaching 
strategies had received some form of training at the time the 
school had been upgraded to offer Inclusive Education. However, 
they did not have a forum for supporting one another and were 
therefore not necessarily implementing the strategies in 
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productive ways.  They required ongoing upskilling workshops and 
discussions to reinforce their inclusive practices and make it 
more practical. The idea of having a once off training at the 
implementation of Inclusive Education, without reinforcing with 
ongoing professional training was found to have been ineffective 
by Florian and Spratt’s research (2015). Ocompo’s research (2004) 
further showed that only 15% of the teachers in formerly black 
neighbourhoods that were surveyed had teacher training. It can 
therefore be said that, although there was some evidence that a 
few of the teachers were implementing inclusive teaching 
practices, they needed ongoing support in order to become better 
at what they were doing (See Chapter 6, section 6.6.1, theme 6). 
8.4.5 Change of Learning Environment 
Learners were clear and assertive that they enjoyed and preferred 
a change of environment in their daily routine as opposed to being 
stuck in the same classroom environment for the whole day. Florian 
and Spratt’s study (2013) recommend a change of environment to 
suit the lesson outcomes and learner needs as a fruitful way of 
enhancing teaching and learning. However, due to limited 
infrastructure at this school, teachers noted that they struggled 
to rotate learners or get a different venue. Overcrowding and a 
lack of infrastructure was, therefore, a massive problem that 
neither enabled teachers to be creative nor flexible with venue 
changes. Overcrowding, coupled with a lack of alternative flexible 
teaching environments and support staff, was a real problem (See 
Chapter 6.8, section 5). 
8.4.6 Record Keeping 
In order prepare for inclusive teaching, teachers need to 
understand the learning needs of those with barriers to learning. 
Hence, there is a need to keep proper learner profiles passed on 
from one teacher to the next at the end of each academic year 
(Scott, 2014). This enables the next teacher not only to understand 
the learning needs of the learner but also to have an idea of what 
works best for that learner. A lack of communication and record 
keeping that existed did not assist teachers to understand their 
learner needs hence some learners were repeating classes up to 
three times, because their needs were not met. Some of the teachers 
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carried out baseline assessments at the beginning of the year to 
determine the needs of the learners while some did not. They 
complained about the slow response to the support needed from the 
DBSTs, a point that hinted to a possible lack of enough trained 
personnel at the district level, hence a lack of resources to 
assist the teachers (See Chapter 6, section 6.6.2, theme 1). 
8.4.7 Use of Technology (or a Lack of) 
Research shows that technology can enhance learning for all 
learners. For instance, recorded lessons, or watching videos can 
be used to support the understanding of difficult concepts. 
However, this school had no reliable access to technology. On 
occasional instances, the teachers had access to the resource 
centre with computers, but this was highly unlikely due to crime. 
The media centre at the research site stood empty after a robbery 
of the school computers. Despite the technological advances in the 
world around us, the teaching in this full-service school was 
still information technology free, except for very few instances.  
They were, therefore, unaware of emerging technological approaches 
to teaching such as the Universal Design for Learning (See section 
2.8, subsection i). The technology was almost none existent and 
not a reliable option. I was informed that crime was a common 
problem because of the location and surrounding of a poverty-
stricken neighbourhood of the school. Robbery at the school was, 
therefore, prevalent. Although the government replaced the 
computers after a while, still, the robbery happened shortly 
afterwards and therefore the teachers had learnt not to depend on 
technology. This left the learners stuck in a cycle of none 
progression and disadvantage, in an era where so much can be made 
possible using technology in order to enhance their learning. As 
a tentative plan, some teachers had asked the learners to bring 
their parents’ cellular phones to school to supplement computers. 
Unfortunately, there were increased reports of theft incidences 
of cellular phones and the resolution taken by the school was not 
to involve parents’ cellular phones (see Chapter 6, section 6.6.1, 
theme 5). 
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8.5 INCLUSIVE TEACHING FRAMEWORK 
An inclusive teaching framework was arrived at by the end of the 
PAR cycle, as an answer to the final research objective that aimed 
at developing an inclusive teaching framework to be used in 
teaching diverse learners. It was as a collective effort from the 
final focus group discussions, together with my meta-analysis of 
all the data collected and viewed from a constructivist lens. 
While creating the framework, we were guided by the Inclusive 
Education Index of Booth and Ainscow (2002, p.3). This index is 
well researched and has been in existence for relatively long; 
together with the guidelines laid out in the SIAS policy (DBE, 
2014) as well as the common global inclusive practices that were 
covered in the literature review as laid out in Chapter 2 (section 
2.6).  
Table 11: THE INCLUSIVE TEACHING FRAMEWORK 
PILLAR REPRESENTATION 
IDENTITY Who are we as a full-service school? 
POLICY Structures and practices put in place 
CURRICULUM DELIVERY Presentation of lessons in ways that 
promote inclusive teaching and learning 
COLLABORATION Integrated approach to support 
ENVIRONMENT  Stimulating, interactive and conducive  
ASSESSMENT  Application of varied assessments to 
respond to learner needs 
WIDENING LEARNER 
PARTICIPATION 
At the core of the framework - Empowering 
and listening to learner voices 
BELONGINGNESS Also, at the core- Equitable treatment of 
learners according to learning needs 
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The teaching framework is thus a significant finding of the study 
that seeks to answer the third research objective that sought to 
develop a framework that works for full-service schools in this 
context (see Chapter 1, section 1.7). Therefore, the teaching 
framework that was agreed upon is one that should work in full-
service schools in similar contexts and is founded on the eight 
pillars (as outlined in Chapter 6 Section 6.8) as summarised in 
the table below. The pillars are then discussed afterwards in 
detail. The eight pillars represent the absolute must-haves for 
inclusive teaching to take place. 
 
8.5.1 Identity 
The first pillar speaks of the need for a clear identity of who 
we are as an inclusive school (see Chapter 2, section 2.3). This 
is mirrored on Booth and Ainscow’s first point of their Inclusive 
Education Index, which “values every child and teacher equally, 
giving them an identity within the school” (Booth & Ainscow, 2002). 
Inclusion must be clearly defined in “who we are” (Booth and 
Ainscow, 2002; Carrington, 1999; Ainscow, 2003). Since this study 
showed that teachers only understood the partial definition of 
what Inclusive teaching practice meant, data analysis showed the 
need for a clear definition and articulation of “who we are” as a 
school to be made apparent. Ainscow, Booth and Dyson (2003) and 
Powell (2012) affirmed that Inclusive Education should redefine 
the identity of a school in order to respond to the learners’ 
diverse needs. The identity should also be visible within the 
infrastructure of the school and the social set up. 
 
8.5.2 Policy 
The second pillar challenges full-service schools to personalise 
the policy on Inclusive Education for each school, by drawing from 
the national policy, specific practical goals that are relevant 
and practical in their specific context (Carrington, 1999). UNESCO 
(2003) explains that government policies could be obstacles to 
achieving inclusion if they are not well explained and owned by 
the schools. Clearly defined school policy that is drawn from the 
national goals personalising the policy to define their 
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curriculum, their class sizes, the specific roles of the LSEs, 
their referral system, when and how staff development will happen, 
when and how updating of learner profiles will be done, and issues 
around the language to use. Booth and Ainscow (2002, p.3) outline 
in their index that “cultures, policies and practices in schools 
should be restructured in order to respond to the diversity of 
learners in their locality.”  
Research has shown that in many respects, the Education White 
Paper 6 policy on Inclusive Education and training continues to 
be more visible on paper than on the ground (Engelbrecht, 2016). 
It is not fully realisable in the schools because it is too broad, 
and therefore schools need to personalise it for themselves as per 
their context, as they redefine their own identity as full-service 
schools. The issues facing each school remain different, and 
schools in socio-economically wealthier neighbourhoods have more 
access to funds, resources and technology – enabling educational 
policy to be more of a reality for them. On the other hand, schools 
in lower socio-economically impoverished communities are 
confronted with large class sizes of up to 65 learners. These 
learners are mostly needy, with mostly uneducated parents that are 
not sufficiently involved in the academic lives of their children, 
thus making the schooling of these children solely the 
responsibility of the schools, without much parental collaboration 
(see section 1.7.2). Frustrated teachers end up punishing the 
learners, especially those perceived not to be pulling their 
weight when in the actual sense; the parents should be a part of 
the discipline process (see Chapter 6, section 6.8, subsection 1). 
 
8.5.3 Curriculum Delivery 
Teachers’ understanding of Inclusive teaching is key to the 
success of implementing it in the curriculum (Lindsay, 2007; 
Loreman, 2010; Oyler, 2011). Therefore, the third pillar developed 
was around curriculum delivery. The study found that a lack of 
teacher preparedness for teaching in full-service schools is what 
led to a lack of support for learners with diverse needs. Many 
teachers reported that they did not feel adequately equipped for 
inclusive teaching. Hence, they did not feel adequately supported 
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despite the overcrowded classrooms (see section 6.5). A lack of 
preparedness for inclusive teaching led to low morale with some 
of the teachers resulting in offering the bare minimum they could 
in order to survive. They presented the curriculum in the name of 
teaching, without concern as to whether learning was occurring or 
not.  
After the PAR process, the teacher participants involved 
understood deeply that lesson presentation was more about the 
learning process that took place, and not about the curriculum 
covered. More teachers reported that they were starting to 
differentiate in their teaching methods based on the type of 
learners in their classroom, as supported by the sixth point of 
the inclusion education index (Booth and Ainscow, 2002) which 
requires teachers to view difference between students as resources 
to support learning. They also reported that they were introducing 
more visuals and practical work, based on the needs and preferences 
of their learners for “hand work”, as opposed to the former lecture 
methods of sitting and listening to the teacher. Some were slowly 
looking for ways to incorporate technology through tapes, videos 
and the use of several textbooks (see Chapter 6, Section 6.6.2 and 
section 6.8). 
Therefore, curriculum delivery that is inclusive; with teachers’ 
varying lesson presentation and teaching methods, involving 
creativity and innovation, the effective use of group work and the 
inclusion of all learners was agreed upon. Other examples included 
teaching vocabulary related to the curriculum, differentiated 
teaching, role-playing and the use of illustrations and examples 
in the context that helped learners understand and remember. As 
we noted earlier, previously, some of the teachers had been 
applying these teaching strategies, but not effectively. PAR 
enabled them to share, practice and reflect on how to make these 
practices work better, and ongoing reflection on one’s teaching 
was seen to be the key to transforming (See Chapter 6, Section 
6.6.2 and section 6.8). 
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8.5.4 Collaboration 
The fourth pillar that the study came up with is on the 
collaboration of teachers working with all the parties involved. 
This pillar stood out as the lubricant for the successful running 
of Inclusive Education (Dreyer, 2013; Lindsay, 2007). The 
collaboration of teachers that are working together in sharing 
intellectual knowledge and resources; a collaboration of learners 
as they function through group work; and collaboration of 
teachers, parents, and specialists when working out individualised 
education plans for learners with severe learning difficulties, 
are the ingredients that make Inclusive Education run smoothly.  
Collaboration is, therefore, essential at all levels (Loreman, 
2010) and it ensures that the needs of learners with barriers to 
learning are met. This is achieved through the sharing of 
information when teachers tap into each other’s strengths. For 
example, an insight into the learning of a child from a past 
teacher that knows that learners from previous years or a parent’s 
revelation of the nature and origin of a child’s learning 
difficulty can be most helpful to the current child’s teacher in 
understanding the child, hence meeting their needs. A colleague 
in the same department faced with a similar situation can offer 
valuable support through collaboration at departmental meetings. 
This research helped open communication lines during focus group 
meetings, especially by highlighting the need for collaboration 
for teachers to become better at what they do (see Chapter 6, 
section 6.6.2 theme 4). 
 
8.5.5 Welcoming Environment 
The fifth pillar that the study came up with is on a welcoming 
classroom environment. Florian and Spratt (2015) advocate for the 
fostering of inclusive learning environments that are non-
threatening and welcoming to all learners, and this is supported 
by Booth and Ainscow’s (2002, 2011) eighth index which advocates 
for the improvement of schools for staff and students. Clean, warm 
and happy learning spaces, coupled with varied resources were 
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found to promote inclusive teaching (Harvey & Kenyon, 2013), as 
opposed to rigid inflexible and unfriendly environments. This 
study affirmed these literature findings when learners insisted 
that they were happier when their teachers took them outdoors for 
lessons, and when the teachers did not punish them for not doing 
homework. The teacher participants, through PAR, also found that 
the lessons were more enjoyable for the learners when they 
diversified the learning environment, as well as when they made 
their learning spaces more friendly. 
It was established that when learners know that the teacher knows 
them by name, cares about them and teaches in ways that they 
understand, they, in turn, feel valued and welcome. This is how 
welcoming classroom environments are created - where all learners 
feel safe to learn without being victimised or disadvantaged 
because of their barriers to learning (See Chapter 6, section 6.8, 
subsection 8). 
 
8.5.6 Assessment Methods 
The sixth pillar is about improved assessment. Research approves 
of assessment methods that are differentiated and varied in order 
to maximise learner advantage if they demonstrate what the 
learners have learnt (Nunley, 2018; Booth, 2011), and do not only 
assess the content. This goes hand in hand with keeping detailed 
progress of learner achievement, and this should consider varied 
assessments demonstrated through multiple ways of expression by 
the learners. This is opposed to assessments that are 
predetermined by the teacher and penalise learners for what they 
do not know due to their barriers to learning. The South African 
government policies are in support of this argument. In addition, 
the CAPS (DBE, 2014) policy takes into consideration the learning 
barriers experienced by learners when it recommends assessment 
methods that are multi-faceted to include oral, written, research, 
acting out, experiments, and many more. In addition to grading 
assessments at different levels, there should also be included 
questions that challenge learners and require extension, as well 
as questions that help the learners who have barriers to learning 
demonstrate what they have learnt by testing other levels of 
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competencies. For proper assessment to happen, the teachers noted 
that they required good record keeping of all their learners so 
that they could measure progress, while monitoring the ones who 
needed support because of their learning challenges, especially 
if they are in danger of failing (See Chapter 6, section 6.8, 
subsection 6). 
 
8.5.7 Widening Learner Participation  
In line with the second index by Booth and Ainscow (2002), is the 
seventh pillar that revolves around the learner. Research shows 
that inclusion fosters social development in all learners thus 
widening learner participation for all (Loreman, 2010; Ostemeyer 
& Scarpa, 2012). This study found that empowering learners through 
active participation has to do with developing their skills into 
leaders while treating them with respect. This enables them to 
grow holistically through participation in sports, academics, 
leadership, arts and adventure (see section 6.6).  
 
8.5.8 Creating a Sense of Belonging 
The eighth pillar which has to do with instilling a sense of 
belonging in all the learners (Scott, 2014; Loreman, 2010). This 
study found that record keeping was not only to help with 
assessment, but it enabled teachers to know their learners better, 
in order to support them to develop their strengths. Accurate 
learner records were therefore key to lesson planning, with 
specific learners in mind, and consequently empowering them. In 
return, this created a sense of belonging. A sense of belonging 
thus redefined “who we are” as an inclusive school, from a school 
that supports learners with barriers to learning, to one that 
supports all children to develop to their potential through a 
belief that all children can learn as suggested in the 1st index 
for inclusive education (see section 2.6, subsection vii; 2.3). 
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8.6 EMERGING FINDINGS AS A RESULT OF THE STUDY 
Resulting from this study, were other emerging findings that 
contribute to knowledge, teacher professional development and to 
policy as discussed in this section. 
 
8.6.1 FINDINGS CONTRIBUTING TO KNOWLEDGE 
 
i) Changes to the daily running of full-service schools that 
brought about professional development 
PAR was found to be a valuable tool for transforming teacher 
practices into effective inclusive practices that promoted 
inclusive learning. Florian and Spratt (2013, p.89) note that the 
evidence of discerning if Inclusive Education practices were in 
place was by how “teachers’ beliefs and practices are reflected 
in the ways they speak about their work and their students”. This 
study, therefore, provided a platform for research participants 
to change how they went about with their daily teaching and 
demonstrated effective inclusive teaching practices. Through the 
PAR process, teachers adopted to new ways of teaching and were 
more confident at the end of the PAR process, that their teaching 
methods were by far much more inclusive, and that their learners’ 
needs were met (See Chapter 7, section 7.2.2, table 10). This was 
also in agreement with research findings of Makoelle and Van der 
Merwe (2014) that demonstrated that inclusion changed the way 
teachers went about running school activities in order to embrace 
inclusive teaching. 
 
ii) Attitudes and beliefs towards learners with disabilities in 
full-service schools 
Exclusion of learners with barriers to learning from the primary 
school systems over the years is a well-documented fact that is 
attributed to traditional perceptions and misunderstood views that 
view learning disabilities as like diseases or social deviance 
(Carrington, 1999; Croft, 2012). This study confirmed that such 
views still exist considering some of the practices of teachers 
sending learners with barriers to learning to the SBSTs instead 
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of believing that each child can learn (Rouse, 2012) while keeping 
all learners in one class and working collaboratively with the 
SBSTs. The learner participants also indicated that they felt that 
their educational needs were not being adequately met. Although 
the conversion of a few of the ordinary schools into full-service 
schools that admit all children regardless of their barriers to 
learning bears witness for the desire to change, the change is 
indeed very slow.  
 
Important to note also is that the conversion of schools is a 
government move, and not necessarily the community’s initiative, 
hence there must be a buy-in by the community members for it to 
succeed. However, the full-service school communities concerned 
do not fully understand inclusion since they have been coerced 
into becoming full-service without proper training of the teachers 
and community members involved.  
 
In South Africa, just like most of the other countries abroad, 
inclusion is addressed as human rights issues as noted by 
Carrington (1999). This was because of a rise in activism for 
human rights that opposed the Apartheid regime in the case of 
South Africa. Inclusion should, however, be viewed as a broader 
phenomenon than just being seen from the human rights perspective 
because it requires more than just converting ordinary schools 
into full-service. Rather, it requires a paradigm shift in the 
whole school system. Therefore, admission of learners to full-
service schools does not always equal to total acceptance and 
inclusion (See Chapter 2, section 2.4, Para 1). 
 
iii) Understanding of Inclusive Education 
The study seems to confirm (from the insufficient definition of 
Inclusive teaching practice given by the teacher participants) 
that there is confusion and misunderstanding among full-service 
school teachers about what inclusion means. Some teachers had 
misunderstood Inclusive Education to mean mainstreaming (Storbeck 
& Martin, 2013), which refers to the physical placing of learners 
that can adapt in ordinary schools. Although the school under 
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study had embraced the idea of admitting learners with barriers 
to learning, there was no guarantee that being at the school would 
ensure meaningful participation for all learners (Loreman, 2010; 
Rouse, 2012) and as expressed in the Inclusive Education index 
(See Chapter 2, section 2.3, para 2). The learners expressed that 
they felt that their needs were not met about their barriers to 
learning. Instead, they were punished for having barriers to 
learning.  
 
8.6.2 FINDINGS CONTRIBUTING TO TEACHER PROFESSIONAL DEVELOPMENT 
AND RESEARCH 
 
i) Full-service school teachers as researchers and reflective 
practitioners 
This study opened teachers to the practice of research. I found 
that initially not many teachers were open to research, and 
comfortably preferred to continue with their traditional 
instructional methods that tended to emphasise whole group lecture 
methods, a practice that was also observed by Dymond et al. (2006) 
and Ostmeyer (2012). However, with time, there was a considerable 
shift towards embracing new ideas, and this was after the teacher 
participants got a buy into the research. PAR uses a cycle of 
phases that require the research participants to take part in the 
planning, observation, action and reflection phases, hence, 
converting them to become researchers of their practice. Towards 
the end of the PAR process, teachers were able to plan, implement 
new actions, and self-critique their actions through reflections. 
They, therefore, had a better understanding of how to teach diverse 
classes using methods that they had formulated through their 
initiatives, creativity and reflections. For instance, they 
improved their approach to group work, started collaborating, 
their teaching methods became more inclusive, their teaching 
spaces became more welcoming, and their assessments were graded 
better (See Chapter 7, Section 7.2.2, theme 8). 
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ii) Training needs of full-service school teachers on 
inclusive teaching and learning 
Literature suggests that inclusive teaching and learning thrives 
when teachers are well trained (Walton & Lloyd, 2012; Loreman, 
2010; Engelbrecht et al., 2014). This study brought to the fore 
that teacher participants were unclear about how they should go 
about inclusive teaching.  This indicated the gaps in their 
training and preparedness for inclusive classes as they stated 
that apart from the initial training that they received before 
their school became full-service, there had been no follow ups. 
The observations done during PAR alluded to the same, proving that 
inclusive pedagogy had not been fully implemented. As a result, 
there was a gap between policy expectations and practice in full-
service schools (Engelbrecht et al., 2014). 
 
iii) Learners as participants in crafting teaching and learning 
in full-service schools 
Literature indicates that the voices of learners in enhancing 
inclusion are very instrumental. Rather than being viewed as 
consumers of knowledge, learners become co-producers of knowledge. 
Walton (2014, p.90) recommends intentional incorporation and 
participation of the voices of learners in the production of 
knowledge. While comparing the responses of learners at the 
beginning of this study on how they perceived how they were taught, 
and how they felt at the end of the study, there was a significant 
positive change.  
 
Inclusive pedagogy is defined as “a pedagogical approach that 
responds to learner diversity in ways that avoid the 
marginalisation of some learners in the community of the classroom 
by offering unconditional recognition and acceptance of all 
learners” (Florian & Spratt, 2015). This is also aimed at making 
learner voices heard. The challenges experienced while dealing 
with diverse classes are supposed to be viewed as a teacher’s 
professional dilemma that stretches the teachers to think 
creatively while applying their knowledge and seeking 
245 
 
consultations in order to come up with workable solutions to those 
challenges.  
 
Table 12: HOW PAR CONTRIBUTED TO CHANGE IN LEARNER OUTLOOK 
LEARNER BEFORE PAR LEARNER AFTER PAR 
Felt punished for not knowing work Felt welcomed by the teachers 
Felt they struggled with specific subjects Felt the teacher taught in ways they understood 
Did not like sitting in the same classroom 
environment 
Were happy learning from changing environments 
Felt bullied in groups Enjoyed group work 
Wanted more PE Enjoyed creative work 
Felt shy Felt respected 
Treated according to their ability Treated holistically 
Referred to LST for support The teacher works with LST 
Unable to express their needs Confident and better able to express themselves 
 
Such solutions to learner challenges help them in changing their 
beliefs and attitudes towards diverse learners. Even more 
importantly, it helps them apply strategies which help promote the 
learning of marginalised groups (Lemon, 2005). Consequently, it 
improves the teaching and learning for all the learners. It can, 
therefore, be said that because of the teachers becoming better 
through improved practice, there was evidence of learner 
development (See Chapter 7, section 7.2.2, table 9). The table 
below attests to this evidence of growth created by involving 
learners in research. 
 
 
iv) Professional development and Inclusive Education in full-
service schools 
Ongoing professional development should be aimed at reducing 
barriers to learning and increasing participation for all (Howes 
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et al., 2005, p.146; Messiou & Ainscow, 2015). This was found to 
be an indispensable element of developing inclusive schools in the 
literature review (see Chapter 2, section 2.6, subsection 2). 
Although this study found that the teachers in full-service 
schools were trained before the onset of Inclusive Education, 
there had been no follow up to ensure that the new teachers joining 
the school were equipped for inclusive teaching. Therefore, some 
of the new teachers joining the school still operated on the 
assumption of treating learners with barriers to learning from a 
deficit perspective (Sobel & Zion, 2014; Engelbrecht et al., 
2016). This creates wrong beliefs and stereotypes that creep 
through the pedagogy when handling diverse learners due to a lack 
of general awareness of their difference. In this research, 
learners with barriers to learning confirmed that they did not 
feel very welcomed in some classes because their teachers ‘called 
them names’ - demonstrating stereotypes (see Chapter 5, section 
5.3.5). 
 
 
8.6.3 FINDINGS CONTRIBUTING TO POLICY 
 
i) Policy versus practice in full-service schools 
The study has confirmed literature findings that there is still a 
gap between policy and the real world of practice in full-service 
schools (Engelbrecht et al., 2014). For instance, in White Paper 
6, South Africa defines barriers to learning to include a societal, 
systemic, pedagogic and intrinsic barrier (See Chapter 3, section 
3.2.3). Issues dealing with systemic, intrinsic and pedagogic 
barriers have been thoroughly documented by the government as 
concerns to be addressed in order to realise and achieve Inclusive 
Education. However, the study has indicated that these matters 
mainly remain in the form of policy documents that have not been 
translated entirely into practice (see Chapter 3, section 3.2.1). 
While some noticeable progress has been reported under societal 
barriers to learning regarding uniform supply, school lunches, 
books and free tuition to all the school children that are affected 
by poverty and unemployment, this seems insufficient. In addition, 
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some private companies and NGOs are also partnering with the 
government and assisting with breakfast. Despite these efforts, 
there remains many challenges and barriers to the implementation 
of Inclusive Education in the classroom regarding inclusive 
practice (See Chapter 1 Section 1.7.2).  
 
ii) Inclusive teaching approaches in full-service schools 
 
Makoelle (2016), in his book entitled “Inclusive teaching in South 
Africa”, postulates that there is a need for teacher professional 
development on how to develop and apply an inclusive teaching 
strategy. The study has confirmed that this is needed. For 
instance, the guidelines for responding to learner diversity in 
the classroom through Curriculum and Assessment Policy Statement, 
CAPS, (DBE, 2011b, p.15) guides teachers on how to differentiate 
according to the four areas namely; curriculum content, learning 
spaces and environment, teaching methods, and assessment methods, 
an approach that is closely related to the “Universal Design for 
Learning Principles of teaching” (See Chapter 2, section 2.8, 
subsection 1).  
 
These findings confirmed that teachers were not applying these 
principles effectively, hence, not much differentiation was 
happening in lesson presentations. Most teachers preferred to 
teach in the traditional lecture method and only attend to learners 
with barriers on a one-on-one basis at the end of the lesson. A 
number of those who tried group work were conducting it with 
preconceived prejudices that set the learners up for labelling and 
bullying. Those who practised differentiation did not view it as 
practical in many ways because they viewed it as being an unfair 
practice that advantaged those learners who needed higher levels 
of work. Some viewed it as unachievable because of the large class 
sizes and, therefore, did not bother to do any differentiation 
(See Chapter 6, section 6.5 theme 4). 
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iii) Inclusive teaching, learning and technology in full-
service schools 
 
The use of technology is important as a tool for effective 
inclusive teaching and learning (Storbeck & Martin, 2013). In 
addition, it is endorsed by the SIAS policy (DBE, 2014) when the 
government allows learners accommodation for examinations that 
include, the use of a computers to type answers (for learners with 
severe handwriting difficulties). As well as the use of electronic 
readers (for learners with severe dyslexia) and braille (for 
learners with severe visual impairment) to name but a few. However, 
technology remains unfeasible and an out of reach goal for some 
of the remote townships of South Africa.  
 
Although the government states that it is determined to achieve 
Inclusive Education by the year 2020 (Quintal, 2016), this study 
has shown that there are apparent challenges. The state of 
education in SA lies in two parallel worlds – one that remotely 
remains in the dark ages in terms of technology; and one that is 
well advanced in line with the rest of the world. A lack of 
technology makes the teachers continue to teach in more 
traditional ways in some schools, yet their counterparts in 
economically wealthier neighbourhoods can implement the latest 
technological discoveries in their teaching. For example, the 
literature on UDL and layered curriculum (as discussed in Chapter 
2, section 2.8) indicated a heavy reliance on computers and 
technology. While universities also train the teachers on how to 
design their teaching and differentiate lessons using technology. 
It appears more needs to be done to prepare teachers on how to 
improvise with or without technology in order to aid inclusion 
(Engelbrecht et al., 2014). This study has confirmed that in the 
South African full-service schools’ context, this problem, coupled 
with overcrowded classrooms, continues to be a massive hindrance 
to inclusive teaching and learning. It is, therefore, leaving 
these neighbourhoods behind since their children cannot progress 
at par and in economic darkness while the rest of the world is 
progressing (See Chapter 6, section 6.7, part b). 
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iv) Class size and Inclusive Education in full-service schools 
This research also found that due to the overcrowded classes, it 
was challenging to maximise participation for all learners while 
minimising barriers to learning as expected (DoE, 2014; Loreman 
2010). The class sizes ranged from a minimum of 55 to a maximum 
of 65 learners, which the teachers found unmanageable. They were 
not able to get to know each learner well enough or to make them 
feel accepted unconditionally without knowing and understanding 
their learning needs.  
 
Johannesburg city is a mega city that continues to expand with 
tonnes of people flocking into ‘the city of gold’ for greener 
pastures. Meanwhile, the number of free and affordable government 
schools continue to remain the same (see Chapter 3 section 3.5.2, 
para 3), except for the more expensive private schools that are 
on the rise as new suburbs emerge on the outskirts. Private schools 
remain out of financial reach for most of the population. Getting 
accustomed to overcrowded classes without any hope for change has 
led to many of the teachers growing less enthusiastic about their 
work. This has led to their teaching career becoming a livelihood 
of no passion. Many of them are disheartened when it comes to the 
class administration that relates to assessment and record 
keeping. Although research by Scott (2014: P164) shows that “The 
educational performance of all students must be examined 
frequently to ensure that all students have an equal opportunity 
to receive appropriate education and that teachers should strive 
to develop a profile of each student’s weaknesses and strengths 
as a means to provide an appropriate education to all”, this was 
given minimal preference. As a result, it led to the problem of 
frequent repetition by some of the learners who had been forgotten 
by the system due to poor record keeping that did not support 
their progress (see Chapter 5, section 5.4, section 5 & Chapter 
6, section 6.7, subsection b). 
 
Another point that is related to overcrowding that is worth noting 
is that of creating crowded unwelcoming spaces (see Chapter 2, 
section 2.6 subsection vi). Overcrowded and squeezed spaces did 
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not create a flexible teaching space due to the rigidity of trying 
to fit in everyone. Rearranging the classroom for creative 
teaching such as group work was very difficult. It also made it 
difficult to instil the good discipline that is values-based, or 
manage behaviour (see Chapter 2, section 2.6 subsection v). The 
teachers involved ended up resolving to undesirable methods of 
punishing because it wasted too much time when making follow up 
in the case of those who tried to implement more effective ways 
of disciplining (see Chapter 6, section 6.5, theme 10). However, 
perhaps more concerning is that children with genuine attention 
and concentration difficulties can start being labelled as 
behaviour challenges and excluded from learning (Evans & Weiss, 
2015; Lindsay, 2007), while what they require is individualised 
interventions that put into consideration their learning 
challenges (see Chapter 6, section 6.8, subsection 5). 
 
v) Mainstream classes versus remedial classes in full-service 
schools 
The practice of sending learners with barriers to learning to 
remedial classes versus including them in the ordinary classrooms 
was found to be a practice that does not promote Inclusive 
Education (Engelbrecht et al., 2014; Wiam & Lour, 2015; Dreyer, 
2013). Although there were a few teachers that put effort in 
including learners with barriers in their classrooms, there were 
those who did not do much to be inclusive educators and preferred 
the easy option of sending their learners with barriers to learning 
for remediation with the LSE in special classes (see Chapter 6, 
section 6.5 theme 8). This finding was in line with literature 
that identified differing views to Inclusive Education as 
described by Lindsay (2007). This was by excluding some learners.  
 
However, studies have also found that including learners with 
barriers to learning in the same learning environment with other 
learners had a significant benefit of promoting social relations 
among the learners (see Chapter 2, section 2.4, para 3), such as 
the development of friendships and the enhancement of better 
social skills. Unfortunately, some teachers did not put such 
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advantages into consideration because they believed that learners 
with barriers to learning were the responsibility of the LSE and 
referred them to LSEs instead of accommodating them as expected 
of a full-service school in the White Paper 6 policy (DoE, 2001).  
 
The LSE is supposed to partner and work hand in hand with the 
classroom teacher and not to parallel teach. Nonetheless in 
reality, this was the exact opposite because the teachers had not 
been fully equipped on how to work hand in hand with the LSE in 
full-service schools. In this case, the LSE was knowledgeable 
about their role but chose not to send away the learners to the 
classroom teachers when approached for a lesson. They, however, 
felt overburdened especially working with less informed teachers 
who did not understand their roles and responsibilities in full-
service schools. Walton and Lloyd (2012) and Engelbrecht (2014) 
both agree that a teacher’s role in facilitating inclusion is 
vital. Hence they recommend proper training and support for all 
teachers (see Chapter 3, section 3.5.2). 
 
Engelbrecht et al., (2006) documented some guidelines that were 
found to be working in some of the South African schools to assist 
teachers with differentiation (see Chapter 3, section 3.5.2, para 
8). However, this research found that the schools have not utilised 
the resources contained in the policies and literature findings 
due to various challenges. Further, of those teachers who were 
applying them, they were not doing so effectively. It was not 
clear if the teachers knew how to translate the education offered 
at teacher training colleges and universities from theory into 
practice (Chapter 3, section 3.5.2).  
 
8.7 CONCLUSION 
From the discussion of the findings above, it can be said that the 
research objectives were achieved. The study established that 
teacher’s understanding of Inclusive teaching practice was 
inadequate and only represented aspects of the meaning to indicate 
that the school was a place which admitted learners with or without 
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barriers to learning. However, there was no guarantee of inclusive 
teaching once admitted. 
The findings also showed that, although not effectively practised, 
there was some evidence of inclusive teaching by some of the 
teacher participants, but not all. Those who practised inclusive 
teaching were not practising it effectively because the strategies 
applied tended to marginalise some of the learners, as in the case 
of grouping weak academic learners together, which caused 
labelling and bullying of the weaker groups from the rest of the 
class. 
An inclusive teaching framework was finally arrived at by 
improving upon the prevalent inclusive teaching practices, 
concerning the inclusive teaching index and guidelines from the 
education policies. The framework covered the pillars of identity, 
policy, curriculum delivery, collaboration, welcoming 
environment, assessment, widening participation for all learners 
and creating a sense of belonging for all.  
Emerging as a result of this study, was knowledge on insufficient 
teacher preparation for inclusive teaching and the need for more 
in-depth training that would help teachers deal with their 
attitudes and beliefs towards learners with barriers to learning. 
There were also emerging findings that contributed to policy 
development. Findings to do with the understanding of how policy 
is implemented in terms inclusive teaching, technology, class 
size, and remedial verses mainstream teaching in full-service 
schools were unveiled. 
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CHAPTER 9:  RECOMMENDATIONS AND CONCLUSION 
 
“Success is the result of perfection, hard work, learning from failure, loyalty 
and persistence” (Colin Powell) 
 
9.1 INTRODUCTION 
As this is the last chapter, it bears evidence of success towards 
the completion of this study. It is a result of thorough planning, 
hard work, loyalty and persistence, as Colin Powell, a retired 
general of the United States army, once put it (Powell, 2016). I 
will, therefore, start by outlining how the study was carried out. 
I will then discuss the contributions of the study in three major 
categories. Firstly, how the findings contribute to new knowledge 
with the newly formed framework for teaching. I will then discuss 
the contributions made by the PAR methodology. The next section 
offers recommendations based on the findings in Chapter 8. 
Finally, I will address the limitations of the study and suggest 
possible areas for future research.   
 
9.2 SUMMARY OF THE STUDY 
Chapter One looked at the research context of post-Apartheid South 
Africa within a disadvantaged poor urban school setting. It 
introduced the background of Inclusive Education in South Africa 
by laying down the genesis of full-service schools, which are the 
ground on which Inclusive Education is evolving. This first 
chapter then introduced the research site, the research context, 
followed by the research question and research objectives. It 
ended by giving a roadmap, which the research followed from 
inception to completion. 
Chapter Two formed the first part of the literature review that 
discussed global perspectives on Inclusive Education. It started 
by giving the internationally recognised definition of Inclusive 
Education and discussed the need for advocating for Inclusive 
Education. It then took a more in-depth look at common practices 
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that promote inclusive teaching and learning - as practised 
globally, as well as some examples of internationally recognised 
and widely embraced models of inclusive teaching and learning. It 
ended by looking at constructivist theories of learning. 
Chapter Three formed the second part of the literature review that 
discussed the South African perspectives on Inclusive Education. 
It adapted a detailed examination of how Inclusive Education is 
practised in South Africa as a way of developing a conceptual 
framework. It defined the major terminologies of the research, and 
then it looked at inclusive teaching and learning as practised in 
South Africa. 
Chapter Four introduced the research methodology PAR and justified 
the reasons for choosing PAR. It outlined systematically how PAR 
methodology was planned as the research design and data gathering 
tool. It also discussed the advantages of using PAR as a 
qualitative research methodology and how it was best suited for 
meeting the research objectives. It then introduces data analysis 
methods and presented issues on trustworthiness.  
Chapter Five gave a detailed approach to data collection over a 
six months period using PAR. It detailed my interactions with the 
participants as the principal researcher, through focus group 
meetings, teaching observations and teaching actions, interviews, 
as well as the use of participant reflections. This chapter was 
covered in great depth because it was vital to capturing all the 
raw data and the essence of the research. 
Chapter Six detailed how data were analysed and gave a record of 
the themes accomplished. It did so by laying down the themes that 
were derived from the data at each stage of the PAR process while 
categorising them into each of the three research questions that 
they were addressing. 
Chapter Seven evaluated the PAR methodology and how it was applied 
in order to achieve the research objectives. It highlighted its 
suitability and significant benefits to both the researcher and 
research participants. It then critically looked at some of the 
problems encountered while applying PAR. 
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Chapter Eight discussed the findings of the study and is organised 
according to the themes of the study, and other findings that 
emerged because of the study.  
Chapter Nine first gives a summary of the study followed by the 
contributions and recommendations of the study. Lastly, it 
highlights the assumptions made by the study and suggests possible 
areas for future research. This chapter concludes the study. 
 
9.3 CONTRIBUTIONS OF THE STUDY 
 
This section presents the contributions made by the study. These 
contributions are derived from the research findings and are 
correlated with the literature review findings in chapters two and 
three where possible. In so doing, the chapter reviews the 
contributions in two main areas: the development of a new framework 
to guide inclusive teaching; and the contribution made by PAR in 
empowering and transforming teachers of a full-service school to 
become researchers.  
 
9.3.1 THE DEVELOPMENT OF A NEW FRAMEWORK TO GUIDE INCLUSIVE 
TEACHING  
Perhaps the most important contribution made by the study as set 
out in the study’s objectives was the development of a teaching 
framework for teaching learners with diverse needs. As discussed 
earlier, the framework was guided multiple factors, including the 
Inclusive Education Index of Booth and Ainscow (2002, p.3), the 
guidelines laid out in the SIAS policy (DBE, 2014), as well as the 
standard global inclusive practices that were researched in 
Chapter 2 (section 2.6). It was thus developed using analysed 
themes of the inclusive teaching practices that were prevalent, 
as well as those that the teachers came up with during the PAR 
process. The development of this framework was influenced by the 
unique context of Johannesburg East District. Such that, due to 
the immense needs and poor socio-economic situation, coupled with 
several other factors as discussed in Chapter 1 (see Chapter 1, 
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section 1.7), it became necessary to develop a teaching framework 
that met the needs of the full-service schools in the area.  
 
Figure 5: A DIAGRAM REPRESENTING THE INCLUSIVE TEACHING FRAMEWORK 
The pillars that constitute this teaching framework were described 
in detail in the previous section and will, therefore, only be 
viewed in summary here, and they include: 
1. At the core of the framework is our shared identity of “who 
we are” as an inclusive school. This is central to the school 
and should be well defined and articulated by all teachers 
and learners so that teachers fully acknowledge what 
Inclusive Education is for them to implement it (Ainscow, 
2003; Powell, 2012). 
2. Also at the core, of the framework is our shared school 
policy,  which should be drawn from the national educational 
policies on Inclusive Education and should make sense to the 
school in context so that the school community takes 
ownership of its policy on inclusive practice and puts it 
IDENTITY 
+
POLICY
CURRICULUM 
DELIVERY 
COLLABORATION
ENVIRONMENT
ASSESSMENT
WIDENING 
LEARNER 
PARTICIPATION
SENSE OF 
BELONGING
257 
 
into effective practice at the core of the functioning of the 
school (Carrington, 1999). 
The other six pillars that surround the two core pillars 
involve flexibility of the teachers in implementing them.  
3. The third is Curriculum delivery ought to demonstrate 
Inclusive teaching, with teachers varying their teaching 
methods and strategies using creativity by the needs of the 
learners (Loreman, 2010; Oyler 2011) as opposed to the 
current practice that is lecture style and not inclusive. 
4. The collaboration was found to be the most resourceful 
ingredient that lubricates the whole inclusive practice, with 
teachers sharing information and knowledge on best practice 
in inclusive teaching with SBSTs, parents and fellow 
educators (Dreyer, 2013; Lindsay, 2007). 
5. A welcoming learning environment that is non-threatening to 
all learners, with comfortable friendly learning spaces was 
found to enhance learning for all and is supported by the 
findings of Florian and Spratt (2015). 
6. Improved assessment methods that capitalised on learners’ 
strength in expressing what they had learnt, as opposed to 
punitive measures of assessment based on standardised tests 
(Booth, 2011) was encouraged.  
7. Widening participation for all the learners in order to 
develop them into better functioning adults through a more 
holistic education (Loreman, 2010; Ostemeyer, 2012) was found 
favourable.  
8. Building a sense of belonging in all learners in order to 
eliminate labelling and bullying hence demystify stereotypes 
that were previously associated with barriers to learning 
(Scott, 2014) can be achieved through proper recording 
keeping of every learner and support.  
 
9.3.2 THE USE OF PAR METHODOLOGY IN A FULL-SERVICE SCHOOL IN 
EMPOWERING TEACHERS AS RESEARCHERS 
Another significant contribution of the study was the use of PAR 
methodology. PAR was an excellent tool for transforming teacher 
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practices into best practices that promote inclusive teaching 
(Kemmis & McTaggart, 2005; Lehtomaki et al., 2014; Ainscow et al. 
2003). PAR as a research design paved the way for observations and 
interactions with the participants, hence, leading to a meaningful 
understanding of the inclusive teaching practices in place. 
Through focus group discussions, it enabled participants to 
reflect on how they can transform their practices through 
reconstruction.  
The research methodology was, therefore, designed to equip the 
research participants with tools to find solutions to their 
existing problems. Through the PAR process, teachers become more 
collaborative, self-reflective and self-critical of their 
practice. As a result, they were able to adapt to new teaching - 
Table 13: CONTRIBUTION OF PAR METHODOLOGY TO TEACHER 
TRANSFORMATION 
TEACHER PRACTICES BEFORE PAR TEACHER PRACTICES AFTER PAR 
Grouped students according to their ability Group them strategically according to needs 
The teacher asked yes/no questions Ask questions that enable better expression 
Worked on my own Collaborate as a team (Dreyer, 2013) 
Teacher stayed at the front Teacher rotates in class (Hattie, 2014) 
The teacher taught the content Varies teaching methods to accommodate 
learners  
No proper record keeping Keeps records of all learner progress 
Taught in the same venue Changes teaching environment (Lowman, 
2010) 
Assessed in one method Graded and varied assessment methods 
One-on-one support Improved teaching methods that empower 
learners 
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methods that were more inclusive, hence ensuring that the 
learners’ diverse needs were met (See Chapter 7, section 7.2.2, 
table 10). 
It can, therefore, be said that this study opened up teachers to 
the practice of PAR. I found that although initially not many 
teachers had been open to research and were comfortable to continue 
with their traditional instructional methods that tended to 
emphasise whole group lecture methods (Dymond et al., 2006; 
Ostmeyer, 2012), there was a considerable shift towards embracing 
new ideas once the teachers got a buy into the research. By the 
end of the PAR process, teachers were able to plan, implement new 
actions, and self-critique their actions through reflections. 
They, therefore, had a better understanding of how to teach diverse 
classes using methods that they had formulated through their 
initiatives in creative and reflective ways. For instance, they 
improved their approach to group work, started collaborating their 
teaching spaces to become more welcoming, and their assessments 
were graded better (See Chapter 7, Section 7.2.2, theme 8). 
 
9.3.3 THE CONTRIBUTION MADE BY FULL-SERVICE TEACHERS AS 
INCLUSIVE COLLABORATORS 
 
The study confirmed that collaboration stood out as the glue that 
brought inclusive practitioners together towards one goal. Loreman 
(2010) pointed out that collaboration with all stakeholders 
(including parents, learner and colleagues) was critical to the 
success of teachers of inclusive classrooms since it led to the 
sharing of human resources in the form of knowledge, skills and 
professional development. In this study, collaboration was first 
introduced with teachers working collaboratively with me in the 
focus group sessions, where we all brainstormed on common 
problems, followed by them observing each other. This led to co-
teaching, and robust follow-up discussions in their departmental 
meetings. Over time, teachers who had once been quiet about their 
practice were working freely with each other and sharing issues 
freely around inclusive teaching. 
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The collaboration was, therefore, a contribution made by this 
study asserting that even in the South African full-service school 
context, collaboration serves as a powerful tool for meeting the 
teaching and learning needs of diverse classes.  
 
There was evidence of the significance of collaboration seen in 
the sharing of knowledge and expertise, which gradually grew and 
became more harmonised as the study progressed. The teachers were 
able to learn from each other the inclusive practices that work 
and get learner information that could aid them in their planning. 
This is in line with previous studies that assert that 
collaboration is crucial for the success of Inclusive Education 
(see Chapter 2, section 2.6 subsection viii). The various forms 
of collaboration that were put into practice in this study 
included; collaborating within the department, co-teaching, team 
teaching, working collaboratively with LSEs, parents and other 
professionals (See Chapter 7, Section 7.2.3, theme 9). Without 
collaboration, it was almost impossible to practice inclusive 
teaching, as collaboration was a resource that could be drawn upon 
by all parties in order to improve their practice.  
 
By involving parents in the learning of their children, teachers 
were able to get insight into the needs of the learners and how 
best to support them. This was viewed as a form of informal 
training where teachers got to understand their learners better. 
The sharing of information through departments and grades was a 
powerful human resource, and this was even more so in this case, 
where other forms of resources such as technology were lacking. 
Collaboration - through the sharing of information, therefore 
became a form of peer training for Inclusive Education. This led 
to improved inclusive practice and better running of a full-
service school.  
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9.4. EVALUATING PAR AS A METHODOLOGY 
PAR methodology required a lengthy period to complete (Kemmis & 
McTaggart, 2005) as it involves a series of phases that are cyclic 
(planning, observation, action, reflection). This study took a 
six-month period to collect data, during which it allowed for 
meaningful interaction between myself as the key researcher and 
the participants. Initially, it was a challenge for me as I could 
not speak the same local language as the participants, hence taking 
a little longer to feel accepted into their space without bias. 
It took the first two weeks for all the participants to share with 
me without suspicion openly, and for me to feel assimilated. The 
community had appeared closed to research at first, but the 
research approval letters from both the GDE and the Johannesburg 
District office helped them ease into acknowledging the relevance 
of the research and wanting to be a part of it. Therefore, PAR’s 
lengthy process gave me an advantage in that, although the culture 
of the school was not very open to research, it allowed the teacher 
participants time to build a relationship with me and gain 
confidence in the process. This would not have been possible with 
other research methods like if it had been a one-day survey (See 
Chapter 7, section 7.2.1, theme 2) 
 
PAR also allowed me time to understand the context and the problem 
in-depth (McIntyre, 2008). Given that I did not work in this 
specific community, I did not have a deep understanding of the 
extent of the research problem. Through PAR interactions, I was 
able to make observations that confirmed what I was hearing from 
the focus group interactions, as well as interacting with the 
teachers and learners in their environment (See Chapter 7, section 
7.2.1, theme 1). 
 
There was a lot of professional growth and development in the 
teacher participants because of this study (Dymond et al., 2006; 
Anderson et al., 2015; Ostmeyer, 2012). Before the study, most of 
the teaching practices observed did not promote inclusive 
teaching, but by the end of the study, PAR had built a community 
262 
 
of research practitioners that were developing their workable 
lasting solution and was able to solve problems that confronted 
them. PAR, therefore, developed teachers that are self-critical 
and reflect on their teaching; teachers that came up with creative 
and innovative ideas for teaching in diverse learners in inclusive 
classes.  
 
The focus groups became a place of meeting and sharing, hence, the 
birthing of collaborative teams that would see teachers working 
together (Lehtomaki et al., 2014; Ainscow et al., 2003). 
Collaboration later became one of the key pillars to the solution 
of the research problem. Teacher participants were able to tap 
into each other’s wealth of knowledge; starting with the sharing 
of ideas, resources and knowledge with each other. There was an 
unquestionable growth in me as the key researcher as well as in 
the teacher participants. Each of the practices that came up 
because of collaboration and qualitative reflective thinking of 
one’s teaching were all aimed at better delivery of teaching in 
diverse classrooms (See Chapter 7, section 7.2.3, themes 8 and 9) 
 
A challenging aspect of PAR was the amount of time required for 
meeting with teacher participants. Due to the time demands of PAR, 
it was not always possible to meet all the teachers concerned at 
the same time because of their other commitments with co-
curricular school activities. Despite their good intentions of 
wanting to come to the focus group meetings, there was always one 
or two unable to attend the meetings. Unlike other research methods 
that require them to fill in questionnaires or do interviews at 
their convenience, PAR required ongoing focus group meetings, 
observations/action and reflection times on the part of the 
participants (See Chapter 7, section 7.3). 
 
Although not obvious in this research, PAR has social dynamics 
that can cause a tendency to promote subjectivity. This can lead 
to having teachers sharing teaching practices that they are more 
comfortable with (Kemmis & McTaggart, 2005), and not necessarily 
those that favour the diverse learners, as well as buying into 
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suggestions of the more vocal participants in the focus group. 
Although I felt that as a key researcher, that I tried to maintain 
and promote balance, such possibilities cannot be ignored entirely 
(See Chapter 7, section 7.3). 
 
It can, therefore, be said that PAR powerfully transformed the 
research participants into lifelong reflective researchers, hence 
making them a part of the decision-making process (Anderson et 
al., 2015). The difference in growth in both the learners and 
teacher participants were well articulated. It equipped the 
teacher participants with tools that enabled them to identify 
future problems in their teaching and gave them knowledge on how 
to come up with practical and creative solutions that worked for 
them. Reflection was a powerful tool that enabled the teachers to 
assess their practice and collaborate with their colleagues in 
finding flexible solutions that were long lasting (See Chapter 7, 
section 7.2.3, tables 9 and 10). 
 
9.5 RECOMMENDATIONS OF THE STUDY 
The recommendations of this study are organised according to the 
set objectives of the study and are discussed in line with the 
findings and contributions of the study. 
 
9.5.1 TEACHERS’ UNDERSTANDING OF INCLUSIVE TEACHING PRACTICE 
Teachers’ inadequate understanding of Inclusive teaching practice 
implies that they do not practice inclusive teaching adequately 
because they have not grasped the essence of what their work 
entails. Since these teachers were only trained at the inception 
of this full-service school, it appears that they tended to revert 
to practices that they are familiar with. New practices should, 
therefore, be reinforced through ongoing professional development 
so that teachers of full-service schools can view inclusive 
teaching as a part of who they are and what they do, as opposed 
to seeing it as an extra service offered to some learners. The 
training on inclusive teaching, therefore, needs to be both as a 
part of the initial teacher training programme (Walton & Lloyd, 
2012) as well as ongoing professional development. The initiatives 
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that have been started by the government and educational 
institutions in the form of teacher training for full-service 
schools should be expanded and researched to ensure that they are 
comprehensive enough to equip teachers as constructivist thinkers 
in preparation for inclusive teaching.  
 
Teacher training in Inclusive Education for full-service schools 
should be school specific for the type of school (Walton & Lloyd, 
2012). If the universities offer a general education that is 
applicable across the schools, then the schools, through the DBSTs 
should give some individualised training that is specific to the 
context and needs of the specific school. Those already in the 
system require continued refresher courses or workshops where 
teachers can discuss current issues facing them. The ongoing 
training should be interactive and, in a space, where they feel 
comfortable to talk and learn, preferably taking a PAR approach. 
Ongoing professional teacher upskilling ought to be aimed at 
assisting teachers to understand their learners in ways that will 
empower them and help reduce their prejudices and attitudes 
towards barriers to learning.  
 
There is a need for a policy that informs the implementation of 
Inclusive Education to be understood and made relevant for each 
school according to the uniqueness of each school. Unfortunately, 
not many teachers refer to such policies in their daily work, but 
if they reconstruct it, they will get a sense of ownership as a 
school policy, other than when it is just handed to them. In the 
policy, they can discuss structural and infrastructure changes 
that they need done to their school. In the policy, also should 
include the technological resources necessary to support inclusive 
teaching, depending on their context and learner needs. 
Unfortunately, the study found that the teachers did not fully 
understand the government policies in both the White Paper 6 and 
SAIS policy statement (see Chapter 6 Section 6.4.2 theme iv).  
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9.5.2 CURRENT PRACTICES THAT PROMOTED INCLUSIVE TEACHING 
This study recommends a relook at current training for inclusive 
teaching so that teachers are equipped to practice effective 
inclusive teaching practices. The wrong application of group work 
and the exhausting one-on-one support systems implied that some 
of the teachers were willing to support learners with diverse 
needs. However, they simply did not know how best to support them. 
Teacher training should be founded on constructivist learning 
philosophies that will help them have an underlying understanding 
of how learning occurs (See Chapter 2, section 2.7). As well as 
have practical application and follow up to see how well theory 
is applied. Principles that inform how group work and 
differentiated learning happen should be engraved in their 
thinking and practice to become second nature. 
 
Collaboration, as a resourceful human skill should be emphasised 
and promoted at all levels within schools, within departments, 
between teachers and LSEs, teachers and parents/specialists, and 
learners. The collaboration proved to be a resource that can be 
relied upon since technology was none existent in this context. 
Teachers ought to be encouraged to tap into each other’s strengths 
when teaching diverse earners. As individuals, they are limited, 
but as a collective, they form powerful collaborative resources 
that complement and equip each other. Going forward, school heads 
ought to enable warm working environments that promote the sharing 
of information and skills (See Chapter 6, section6.5, theme 8). 
 
It cannot be emphasised enough how imperative it is to ensure the 
ongoing professional development of teachers so that they sharpen 
their inclusive teaching practices due to the diverse needs of 
learners in inclusive classes. PAR was a great example of how this 
can be done to equip teachers with skills to become researchers 
that would guarantee their continued learning. It is vital that 
teachers be trained on the importance of research so that they 
embrace the practice for them to become lifelong researchers. This 
is because the composition of learners in an inclusive classroom 
is forever changing and, therefore, one can never be content with 
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what they know. Educators should be equipped to know how to find 
information, and how to be creative and be adaptive to new 
situations. They need to be inventors of best practice in an ever-
changing society. On the contrary, some of the teachers at the 
school were not very open to research at the beginning of the 
study. Research skills are vital for them to deal with new 
challenges that confront them because of the ever-changing 
dynamics of diverse classes. PAR, as a recommendation, therefore, 
enables the teachers to self-critique, reflect and be creative 
within their classes, as they seek solutions to their unique 
contexts. Universities and other places of higher learning ought 
to, therefore, aim to train teachers for the unknown, through 
equipping teachers with PAR skills that will enable them to diverge 
their teaching approaches in order to meet the needs of the 
learners in their classrooms. 
 
If teachers are well trained on Inclusive Education, they will 
also understand that being differently abled or having a barrier 
to learning should not be cause for the stigma that leads to 
negative attitudes towards some learners. Teacher education should 
include an understanding of the different forms of intrinsic 
barriers to learning such as autism (which is associated with 
difficulties to reading social setting), barriers related to 
reading, writing, Mathematics, barriers caused by psychological 
disorders like anxiety and depression, as well as children on 
medication and how the medication affects their ability to 
concentrate and many more. Although the teachers in the school 
under study were more aware of language-related difficulties, they 
should be trained to be aware of the unexpected, for example, 
children dealing with HIV/Aids and how it impacts on their 
learning. Societal issues to do with socio-economic status were a 
significant challenge that affected most of the learners because 
of the environment where the school was. If teachers are 
continually aware of the learner challenges, then they can make 
these challenges the teacher’s dilemma to explore how best to 
support such learners. It all begins with understanding that we 
are all different and that we learn differently. Such a shift in 
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mindset will help bullying and build strong healthy and loving 
communities.  
 
Research findings show the need for change in school culture for 
Inclusive Education to be a success (Carrington, 1999; Booth, 
2011; Loreman, 2010). One way of changing this culture has to do 
with teachers shifting their mindsets in the way they go about 
conducting their daily activities, as well as in the way they view 
life in general. The mind shift must involve them viewing all 
learners as capable of learning if given the right support. 
Unfortunately, teachers who continue to teach in the traditional 
fashion of lecture method and instead of supporting their 
learners, sending them elsewhere (to remedial class with LSE), do 
not promote inclusive teaching and learning. This change in 
mindset begins with teachers having a good understanding of 
learner needs. That way, they can employ varied ways of presenting 
their lessons as well as varied ways of assessing these learners, 
with the belief that each child can learn. There should be an 
ongoing conversation on how to make assessment accessible in order 
to maximise learner advantage, as opposed to one way of testing. 
Learner profiles ought to be well documented so that they are 
supported adequately to avoid high failure and repeat rates.  
 
The role of LSE was described to be very vital at supporting full-
service teachers to compile resource files, help with 
differentiation, co-teaching, and managing the diagnostic and 
resource materials of learners with barriers to learning (Dreyer, 
2013). This was, however, not well articulated among the teachers 
in the full-service schools. The role of the LSE was not well 
defined hence they were not adequately utilised but were instead 
utilised as remedial teachers. This meant that the teachers did 
not design their teaching with diverse learners in mind. The 
confusion around segregating learners for remedial classes with 
LSE during school while the teacher continues lessons with the 
rest of the class ought to be revisited. Full-service schools, as 
inclusive schools, should not promote exclusionary practices that 
end up labelling learners and enhancing bullying, but rather 
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should embrace all learners in the one class and apply 
constructivist learning theories that will help them redesign 
adaptable and differentiated teaching methods to suit all 
learners. LSEs should be empowered to work closely in 
collaboration with teachers and ought to be accorded the authority 
to be consulted and to train teachers. That means that the LSE 
themselves should be highly trained and knowledgeable of what is 
happening in Inclusive Education and what the latest discoveries 
of benefit to them are, so that they can promote and advocate for 
inclusive teaching.  
 
9.5.3 THE INCLUSIVE TEACHING FRAMEWORK 
The teaching framework that forms both a major finding and 
contribution of the study was as a result of the third aim of the 
study and, therefore, provides teachers of full-service schools 
in Johannesburg East with a framework of tools for reference when 
teaching in inclusive classes. As discussed earlier, it was as a 
result of careful considerations of the data from focus group 
discussions with the participants, together with my meta-analysis 
of all the other data collected and is backed up with the Inclusive 
Education index (Booth & Ainscow, 2002, p.3). As well as other 
South African Inclusive Education policies, hence, comprehensive 
enough, yet simple to use. The implications of having each of the 
pillars as a founding principle on which to build inclusive 
teaching are discussed below: 
 
i. The identity of “who we are” as a school (full-service) must 
be broken up and be well articulated (Section 2.2). The study 
found that teachers did not know the full meaning of Inclusive 
teaching, implying that they did not know who they were as a 
service school. Consequently, that implies that they did not 
know who they were as inclusive classroom teachers. It is, 
therefore, imperative to redefine what Inclusive education 
is as a full-service school. This should not only be defined 
in what we say, but what we do, and be seen visibly as 
evidenced in the school infrastructure.   
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ii. A school policy, drawn from the national goals and policies, 
yet simplified and made relevant for the context of the school 
on what is relevant and works for the specific context of the 
school in terms of their curriculum, the role of the LSE, 
referral system, when and how staff development will happen, 
updating of learner profiles, and the language to use (DoE 
2001; DBE, 2014) should be discussed and agreed upon. That 
way, the teachers take ownership of the school policy on 
Inclusive Education because they would have been involved in 
its drafting. The policy should stipulate on the class sizes 
in order to deal with the issues around overcrowding. This 
will set the parameters within which to operate and will give 
agreed upon direction on how to function as a school, rather 
than being told what to do by the government. The school can 
take ownership with the consultation of the laid policies to 
come up with practical, implementable policies. There is a 
need for the government to partner with communities and 
private companies to build more schools in order to reduce 
the pressure on the already existing schools. This will 
improve the quality of education for all children, especially 
for those in full-service schools who demand more 
individualised attention. In the interim, teachers of crowded 
classes need to have teacher assistants who will co-teach 
with them in the classrooms to ensure that more learner needs 
are met. Innovations in technology and the associated 
benefits continue to remain a challenge in areas where 
poverty is extreme. Therefore, this is a challenge for the 
government and communities at large to investigate ways of 
creating job opportunities for all citizens, so that crime 
rates are lowered, and technology in all schools is 
achievable.  
 
iii. A curriculum that applies to full-service schools should be 
delivered through our teaching. Learning should be 
reflective, differentiated, creative and innovative (section 
2.6 subsection iii, & section 3.5.2). Inclusive teaching and 
learning practices should have the learner needs to be 
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defined in the lesson plan, in balance with the content being 
taught. Teachers should, therefore, be knowledgeable on best 
practices with regards to differentiated teaching and 
learning, effective group work, teaching strategies that are 
inclusive and learner centred, as well as how to draw back 
to the theories of learning. Such a curriculum will ensure 
that inclusive teaching takes place. 
 
iv. Collaboration at all levels should be the driving force 
behind inclusion (section 2.6 subsection viii), and it should 
be promoted to enable teachers to tap into each other’s 
resources. Collaboration should be emulated from the top with 
the school heads all the way down to the teachers, parents, 
DBSTs, SBSTs and learners. It should, therefore, involve 
tapping into parent knowledge and information on their 
learners, seeking guidance from the LSE’s resourcefulness, 
involving learners themselves as they shape and influence 
their learning, and teachers collaborating at team teaching 
or while sharing information and resources. 
 
v. The learning environment should be welcoming, and the school 
culture enhanced to promote inclusion. Since there are only 
a handful of schools that have been converted from ordinary 
to full-service schools (see section 1.1, section 2.6 
subsection vi), there is the pressure of overcrowding that 
does not always allow the classrooms flexibility regarding 
creating welcoming learning environment hence the learning 
environment remains rigid and unwelcoming. Other than waiting 
until new classroom facilities are built, teachers can be 
encouraged to have an outdoor classroom under a tree or tent 
to bring a variety that learners so much look forward to in 
the form of a breakaway from the routine of sitting in the 
same place. Placing of wallpaper or colourful charts on 
classroom walls are a good way of making classrooms happier 
places to be. Even more important, is the idea of having 
teachers with a sense of humour, teachers who greet their 
learners by name as they come to class as a welcome that says 
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I know you and care about you, teacher who have zero tolerance 
for bullying. Such little gestures can reform classrooms to 
happy learning spaces.  
 
vi. Assessments methods that maximise learner advantage in 
demonstrating what they have learnt as supported by Howes 
(2005) research. The teaching of concepts should be taught 
through multiple means of presentation, such that learners 
who have the concentration or auditory difficulties have a 
visual presentation. Illustration and experiments 
demonstrated to learners, aid with remembering and are a 
great way of learning.  In the same way, assessment methods 
should be differentiated so that learners have different ways 
to demonstrate best what they have learnt. This implies that 
teachers should be challenged to present lessons in ways that 
will aid learners during the assessment process and that they 
should assess in varied ways that give learners the 
flexibility to demonstrate what they have learnt. The 
training of teachers on assessment should have followed up 
workshops to equip them with ongoing skills that will help 
them cater to all learners.    
 
vii. Learners should be made to feel a sense of belonging. All 
learners belong, they all have a right to an education. 
Learners with barriers to learning should therefore not be 
viewed as second-class citizens. That is why it is vital for 
teachers to have good records of their learners so that they 
understand them, and their learning needs in order to teach 
them. There is a need to “reach them before we can teach 
them”. Children feel a sense of belonging when the teacher 
knows them by name and when the teacher gives them a chance 
to contribute. According to Maslow’s theory on hierarchy of 
needs, learners need to have their psychological need of ‘a 
sense of belonging’ before they can worry about higher order 
needs associated with learning. They need to be taught that 
they belong, they are valued and that they have a contribution 
to make. That way, they will feel accepted, hence they will 
want to do better. 
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viii. There should be a widening of participation that empowers all 
learners for the future. Their contributions should be valued 
just as much like those of every other learner. It is 
important that each learner be encouraged to thrive at what 
they are good at; including sports, academics, cultural 
activities, leadership and service to the community. By 
opening channels of participation, friendships will develop 
hence improved social skills and a happier welcoming 
environment. This means that schools should attach importance 
to co-curricular activities and encourage learner 
participation since it benefits learner involvement and 
stimulates learning. There seems to be a challenge of a 
shortage of sports grounds due to overcrowding. Hence sports 
can be played on a rotational basis so that all learners have 
a chance. Schools can also make use of parks and sports 
facilities in their neighbourhoods.   
 
9.5.4 CONTRIBUTIONS MADE BY EMERGING FINDINGS TO THE STUDY 
 
From the study, emerged other findings that contributed to 
knowledge, that were not necessarily a part of the original aims. 
For instance, the need to have changes to the daily routine of the 
running of full-service schools, in order to incorporate 
professional development. Teachers need more time for consulting, 
for collaboration and professional training. Although some of the 
time slots for professional development can be scheduled a few 
days before schools reopen at the beginning or end of a term, 
there is a need for slots to be booked off and scheduled in the 
school calendar to allow teachers ample time to consult and train. 
This way, professional training and collaboration will become a 
norm, and a part of the daily routine. Through such ongoing 
training, the attitudes and beliefs of full-service teachers 
towards learners with barriers to learning will be corrected 
through regular engagements, and there will be a move towards 
acceptance and a better understanding of the concept of inclusion.  
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With the introduction of teachers to research, the training needs 
of full-service teachers were made known. Teacher participants 
became aware of their limitations when dealing with diverse 
learners, and as a result, they started becoming more reflective 
of their teaching. It is therefore essential for teacher training 
to include critical thinking skills that can help them with self-
reflection, a skill that they will apply for life. This way, they 
will understand their learners better and involve them in their 
learning in more effective ways. Learners were found to be crucial 
in crafting their learning. Their voices are therefore to be 
listened to. Teachers need to get constant feedback from learners 
on how their teaching is aiding them with learning. Teachers need 
to know in what ways their learners digest information best, hence 
present their lessons accordingly. Teachers should, therefore, be 
flexible at presenting lessons in multiple ways to include; 
auditory, sensory, visual and kinesthetic learners; as opposed to 
sending learners with barriers to learning to the SBSTs who run 
parallel schooling acting as remedial teachers.   
 
Policy makers need to evaluate whether practice matches policy 
constantly. Adjustments should be made with regards to class sizes 
and availability of technology and other resources. Teachers of 
large classes need to be supported with classroom assistants, and 
more schools need to be built to relieve the pressure of 
overcrowding on the existing ones. This can be achieved through 
the communities partnering with the government to achieve this. 
Schools should be well resourced with playgrounds and art theatres 
for children to develop holistically. 
 
 
9.6 LIMITATIONS OF THE STUDY 
Because of the rigour and time consumption associated with PAR, 
this research was done in one school, located in a meager income 
and socio-economically disadvantaged urban settings of South 
Africa. The research is therefore in many ways specific to this 
one full-service school that is distinguishable by; extreme 
poverty and reliance on the government for full funding of the 
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children’s education, minimal or a lack of parental involvement, 
overcrowding and lack of technology. The use of one school can, 
therefore, be viewed as a limitation since there is no guarantee 
that these research findings can be generalised to other schools. 
However, the advantage of researching such a context adds to the 
richness of rawness of what can be achieved with this unexploited 
context. The school was still learning how to be a full-service 
school (after 6 years), and the poor socio-economic disadvantage 
required much improvising due to lack of technology, overcrowded 
classrooms, and teachers who were grappling with professional 
development and the understanding of how to teach in an inclusive 
school.   
 
There was a general lack of understanding of the role of research 
in the school, and the participants were not well vested in 
research. At the beginning of the research, there was a tendency 
by some of the teacher participants to keep quiet and wait to be 
probed before contributing. There was also an initial lack of 
trust, and it took a while to build it because of the participant’s 
lack of understanding of research. However, this gave me a chance 
to train and give them knowledge of what research is all about, 
and to reinforce research ethics and the value of anonymity. It 
would, therefore, be unclear if the findings would have been 
slightly different with participants knowledgeable in research, 
if it would have impacted on the time taken to complete the study, 
or if there would have been no different.   
 
Given that one of my focus of the study was to collect data, yet 
I was not a community member of the research site, there is a 
possibility of bias by myself to want to direct the research 
towards a specific direction. Although I had guidelines that 
reminded me of issues around trustworthiness in research, one 
cannot always rule out or eliminate entirely the slight 
possibility of unplanned bias. 
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9.7 RECOMMENDATIONS FOR FURTHER RESEARCH 
 
Since this study was a first one to be conducted in this area, it 
is essential for similar research to be carried out before 
generalising these findings to other similar schools. This is 
because no two schools are precisely similar even if their contexts 
are related. A repeat could, therefore, establish if other factors 
could have affected the data.  
 
There is a need to trial the teaching framework to see how 
applicable it is. As a newly developed teaching framework, there 
is need to experiment with it for a year, and specifically to try 
it out with the teachers that were not a part of this research and 
see how effective it will work.  
 
Full-service schools are expected to work closely with DBSTs and 
nearby special schools as resource centres. There were mentions 
of a lack of support by the participants, and therefore it would 
help if there is research into how well full-service schools are 
being supported. 
 
9.8 CONCLUSION 
 
From this research, we established that a few ordinary schools 
have been transformed into full-service schools and are admitting 
both children with and without barriers to learning. The study 
found that teachers of full-service schools did not fully 
understand what Inclusive teaching practice meant and had instead 
understood it to mean the mere admission of learners with barriers 
to learning into their schools and classrooms without necessarily 
including them in the teaching and learning process. The full-
service schools were therefore found not to have fully grasped 
what it means to include all children. 
Some of the teachers interviewed were not implementing inclusive 
teaching strategies, and those doing so had mostly got it wrong 
because according to the observations made, and the learner 
interviews, their methods were not working effectively. Some of 
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the common inclusive teaching strategies that were not working had 
to do with exhaustion of trying to assist learners one-on-one; 
grouping weak learners together and labelling them; or use of 
lecture methods of teaching.  
The study found that there is a need for full-service schools to 
redraft policies that work for them in their contexts, and to have 
the ongoing training of teachers so that they can fully grasp what 
Inclusive Education is in order to implement it in their 
classrooms. Major concerns that were seen to be limiting and 
hindering Inclusive Education included overcrowding, a lack of 
technology and wrong teaching practices. The teachers were not 
adequately equipped through training to teach in inclusive 
schools. Hence, they misunderstood their roles as Inclusive 
Education teachers as witnessed in their poor attitudes towards 
learners with barriers to learning.   
The PAR method that was applied proved to be a significant 
contribution and an excellent training tool for teachers to become 
creative, self-critical and reflective practitioners who can seek 
solutions to their problems. This is because they were able to 
arrive at practices that were more inclusive and could easily be 
adapted to suit other specific schools in similar contexts.  
Through the PAR process, teachers were helped to become lifelong 
researchers and good inclusive teaching practitioners of full-
service school. Also, through PAR, it was found that collaboration 
in schools with minimal resources is a critical factor to improving 
Inclusive Education as it enabled teachers to work together and 
share their knowledge and limited resources to the benefit of all 
learners. Collaboration helped teachers to deal with their 
immediate concerns and issues facing them by tapping into each 
other’s’ strength and learning from each other. 
The study came up with a comprehensive teaching framework designed 
by both the researcher and participants, which in summary is guided 
by the pillars of identity, policy, curriculum delivery, 
collaboration, welcoming environment, assessment, widening 
participation for all learners and creating a sense of belonging 
for all.  
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APENDICES 
APPENDIX 1:  
A TABLE OF BIOGRAPHICAL DATA OF TEACHER RESEARCH PARTICIPANTS 
TITLE 
IDENTITY 
AGE 
-
SEX 
GRADE 
TAUGHT 
SUBJECTS FULL 
SERVICE 
EXPERIEN 
TRAINING SPECIAL/INCLUSIV 
TRAINING 
BARRIERS OF 
LEARNERS 
Educator 
A 
46-
65 
F 
6,7 
 
Eng, Sotho, 
Maths, Life 
Skills 
2 Degree None Reading, counting 
and recognising 
numbers 
Educator 
B 
46-
65 
F 
4,5,6 Life Skills and 
isiZulu 
Yes (6) Higher 
Diploma in 
Education 
Autistic Spectrum 
Disorder, Language 
devpt,, Behaviour 
Management and Child 
Protection 
Reading barriers, 
writing difficulties, 
behaviour 
Educator 
C 
31-
45 
F 
6,7 All 6 years Post grad 
M+4 
Inclusive Ed,   Barriers 
to learning* 
Sight problem, 
learning disability, 
fine muscle, lack of 
attention 
Educator 
D 
 
 
 
 
46-
65 
F 
4,5,6 Social Scence, 
SeSotho 
16 B.A Degree Trained at UJ in 2011 Reading difficult 
analysing, taking 
instructions from 
lessons 
Educator 
E 
31-
45 
F 
4,7 English,  EMS 2 years BBA, Post 
grad in 
Education 
None Sight Problem, 
reading problem, 
lack of 
understanding 
special language 
Educator 
F 
46-
65 
6&7 Social Science, 
isiZulu 
6 B.A degree informal workshop, 
incomplete studies with 
RAU 
Reading, 
comprehension, 
some not working at 
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F all, some are not 
completing work 
Educator 
G 
46-
65 
F 
5,6 Maths & English 15 years M+4 (Maths 
special) 
Learning Support, 
Scholastic Assessment 
ADHD, autism 
Educator 
H 
21-
30 
M 
5,6 Maths & Science 5 years Honours  Cert in inclusive ed _ 
HOD  
I 
46-
65 
F 
4,5,6 IsiZulu and Life 
Skills 
6 Sec Teacher 
Diploma 
ACE Advanced in 
Inclusive Ed, 2008-10 
Wits, 2011 UJ 
Language barrier, 
socio-economic/ 
unemployment, 
orphans with sick 
caregivers 
Educator 
J 
31-
45 
M 
5&6 English and Life 
Skills 
2 years FED in 
Education 
None - 
Educator 
K 
21-
30 
5&6 Maths 3 Still studying 
for BED 
Still training Some can’t do 
Maths, cannot count,  
Educator k 30-
45 
4,5 Geography 2 Diploma in 
teaching 
None All types. Some can’t 
read, behaviour 
problems. 
 
 
 
 
 
 
 
 
292 
 
APPENDIX 2 
OBSERVATION/ACTION SHEET - INCLUSIVE TEACHING PRACTICES 
 
      Grade:______        Subject:_______________        
Date:______________________ 
 
1. Is the classroom environment welcoming to all learners? What 
observations make me think so? 
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
__________________________________________________ 
 
2. What kind of support does the teacher offer to the learners 
with barriers to learning? (Write the name of the barrier to 
learning and the type of support you observed offered) 
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
__________________________________________________ 
 
3. While presenting the lesson, how did the teacher demonstrate 
inclusive teaching practices that include all learners?  
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
__________________________________________________ 
 
4. How did the learners demonstrate that they had understood the 
lesson? (Please include any form of assessment used and how 
it enhances learning for all) 
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___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
__________________________________________________ 
5. Are there any other observations that you made that are 
relevant to inclusive teaching? Things that you would have 
liked to be done differently, things that you would have 
liked to keep the same? 
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
_____________________________ 
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APPENDIX 3:            TEACHER OBSERVATION FORM 
          Grade: 5        Subject: English       Date: 15/06/2016 
1. Was the classroom environment welcoming to all learners? What 
made you think so? 
• Yes. They were happy to see the teacher. 
• Teacher showed empathy when he asked one sad student what was 
wrong, and he said his neck was in pain. 
2. What kind of support was offered to the learners with barriers 
to learning? (Write the name of the barrier to learning and the 
type of support that was offered) 
• Language is a challenge to most of the learners, both 
understanding the command of it due to the poor background 
and environment.  
• The teacher asked a learner who spoke the language to explain 
to the learner in his language. 
• The teacher grouped the learners in mixed ability groups to 
help each other. 
3. While presenting the lesson, how did the teacher demonstrate 
inclusive teaching practices that include all learners?  
• There was contact with the learners 
• Teacher moved around from one group to the other identifying 
the ones that were struggling by talking to the groups 
• Drew explanations on the board, and related what they were 
doing to their environment 
4. How did the learners demonstrate that they had understood the 
lesson? (Please include any form of assessment that was used and 
how it enhances learning for all) 
• Question and answers 
• Writing down activity 
• Asking them to read out what they had written 
5. Are there any other observations that you made? Things that you 
would like to see changed, things that you would like to see 
stay the same.  
Use of technology to enhance learning 
Use of variety of resource 
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APPENDIX 4 
      TEACHER REFLECTION INTERVIEW 
Teacher Participant interview – LST (17 August 2016)  
 
What can you say about your experience with Participatory Action 
Research?  
It was a good thing, it gave us Inclusive Education information 
and refreshed our knowledge. 
 The Action Research Interview also engaged the leaners, they were 
actively involved in the interview and participated well, even 
those who were shy to talk participated. The language used was at 
their level. It gave learners a chance to express themselves 
because they have not had such a chance before. 
How is it going for you? As part of PAR process, and as an avenue 
to talk to teachers about Inclusive Education? 
It is going well, even the teachers who are not part of Inclusive 
Education found they were accommodated. Those who just joined the 
institution also got an understanding of Inclusive Education, 
because this research started from the scratch. Some parent also 
made the teachers think that this was a special school, but now 
they have an idea of the difference. 
What made you feel they have got it? 
They are now treating the learners better, not the way the used 
to treat them. 
Compared to when we started, why have some teachers stopped 
participating in meetings? 
The teachers are involved in many activities, but they want to be 
a part of it. 
Looking back at the Action Research process, and if allowed to 
criticise, what would you change? 
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Nothing to change in your approach, you helped us a lot.  
Looking back, which Inclusive Education practices did you adapt 
that worked for you?  
Group work 
Buddy system of learning from each other as learners learn better 
from each other 
Welcoming environment 
Even if the classroom is small, being able to improvise and take 
them out to do group work and activities, they enjoy activities 
and being practical. 
When planning a lesson; how do you help it on what they struggled 
with in class? 
Planning is difficult for individual, so I do it using 
Question and answer 
Story telling  
Questioning 
Doing it step by step 
I grade the questions, and grade the work when setting the task 
so that everyone can achieve at a certain level. I assess what 
they know, not what they do not know.  
What practices do you need to change? 
Changing my teaching style of question and answer thing the whole 
time. Therefore I put them in different groups with different 
words to use, so that they improve their vocabulary and express 
themselves better.  
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